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Introduction 



F.acli Novenibci* the members ol the Committee on Classroom Practices 
ill leaching English meet at the NC i ll Annual Convention to select a 
topic Ibi the next issue ol the yearly publication. We listen to those 
teachers in attendance at our session; we try to gauge the kinds ol 
topics receiving the most treatment and emphasis in recent journals; 
we imagine what new developments and changes are likely to occur 
next year. 

Finally, we pick a pertinent topic that we think teachers might want 
to know more about; we issue a call lor manuscripts on this topic that 
suggest practical, immediately usable classroom strategies; and then we 
send the submitted papers to each of the six Clas.sroom Practices 
Committee members for review and evaluation. This yean ninety 
contributions were submitted, and the Classroom Practices Committee 
selected thirty. These thirty were submitted to the five-member NC TE 
Editorial Board, which has the final approval for publication, as it does 
for every NCTE publication. 

Some yeais it is difficult to decide what instructional or professional 
issue is currently of most concern to teachers. But 1984 was different: 
the topic we wanted was readily apparent. We could see i! in the journals 
that dev-oted increasingly more space to articles dealing with the devel- 
opment of students' creative and critical thinking skills; we saw it in the 
decision at NCTE Headquarters to publish student texts entitled Think- 
hig through Language; and we were reminded of the NCTE document 
titled "Essentials of English," especially the section on Thinking Skills: 

Because thinking and language are closely linked, teachers of 
English have always held that one of their main c'uties is to teach 
students hou^ to think. Thinking skills, im'olved in the study of all 
disciplines, are inherent in the reading, writing, speaking, listening 
and obser\'ing im-oU-ed in the study of English. The ability to 
analyze, classify, compare, formulate hypotheses, make inferences, 
and draw conclusions is essential to the reasoning processes of all 
adults. The capacity to solve problems, both ratipnaHy and mtui- 
tively, is a way to help studenti: cope successfully with the experience 
of learning within the school setting and outside. 
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hitruduction 



Kthoiiig this ptioiitv were the (omnients of teachers at the 1984 
NC'l K Convention. They were well awaie of the tiend toward an 
emphasis on students' thinking skills. Init they were (oncerned about 
lunv to implement su( h an instrutJ.ional approach. 

If it is true thai "(iood teaching is knowing the available options," 
then this present volume might be of some help to those teachers who 
want to fmd additional ways to involve their students in pr()jects that 
encourage (or even recjuire) creative and critical thinking. Do not be 
misled by the title of this b<M)k, however. We are not dealing with 
instruc tional approaches that put aside the usual locus on reading and 
writing and speaking and listening skills so that one can concentrate 
instead on tlinikhig. Rather, we present here articles describing met liods 
that involve siudenis in lang\jage and coinnnuiication study in such a 
way that sigiiijicant thhikiug occurs. The authors in this publication have 
not moved away from the study of literature or the improvement of 
students' writing skills; instead, they outline ways to teach liieiaiure 
and composiiion that engage the students in such thinking processes 
as these: inferring, sequencing, relating, classifying, organizing, pre- 
dicting, confirming, questioning, analyzing, synthesizing, imagining, 
problem solving, and evaluating. 

One more indication of the strength of this trend toward an emphasis 
on students* thinking skills is the large number of manuscripts sub- 
mitted in response to our call. Ninety papers were received from 
educators at all levels of instruction, all of which were read by each of 
the conniiittce members: Patricia l^helan, Carlota Cardenas de Dwyer, 
Beverly Busching. Joe Milner.Jane Hornburger. and Jay Uilley. We tried 
to select the most insightful, innovative, and articulate pre?;entations of 
practical classroom strategies designed to develop students' creative, 
logical, and critical thinking skills. 

The committee members and I sincerely hope that you will find the 
ideas presented here to be of real value to you in your teaching. 

Jeff Golub 

Shorecrest High School 
Seattle, Washington 
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Using the Poetic Voice to Teach 
Story Forms and Writing in 
the jElementary Grades 



Raymond Bailey 

North Evansion Elenieniary School, Evanston, Wyoming 

A major difiiculty which most teachers encounter is getting young 
children to write or to tell a story "What shall I write about?" is often 
the response; sadly and more often, "I don't know any" ends the child's 
attempt. We blame the failure on children's lack of creativity or interest 
and despair of their ever resolving the problem of writer's block. But 
the problem, I have discovered, comes largely from our own use of 
language. Without the appropriate language to introduce the proper 
mood, who does not blanch at the prospect of having to produce 
something creative at a moment's notice? 



Picture Narration 

In wiorking with children of varying age and ability I have found that 
my own choice of language largely determines the responses I get, 
especially from young children. For example, I approached six-year- 
old Dara, who was carefully drawing an elaborate picture. 
"Tell me about your picture," I asked. 

"Well, there's a castle, and a princess," she replied. "And there's a 
guard and some birds flying. That's all." 

In truth she had done as I had asked. The result was curiously like 
the unfocused chain which characterizes children's primitive narratives 
(Applebee 1978). In these, children will usually provide a random 
string or list of information in response to a request. 

"Fine," 1 said. "Now let me tell you a story about that picture." I 
then made up a story with characters, action, and dialogue that might 
fit within the scheme of what I saw in the picture and what Dara had 
described. 
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Dara was delighted. WIicmi 1 asked if she could tell me a story ahout 
the picture, ^\v: produced the followiug, which I transcribed as she 
spoke: 

There was a pi ess wiio lived in a castle and there was a guard 
who loved her. .And iie would (igln e\ery da\ against the prince. 
The prince just wan/s to get rid of the knight so he can get the 
princess to be his wite. .\nd the prime was always alter the eagles 
that the princess liked to watch. The end. 

How very dilfereut this respouse is to the iuitial coniuieuts produced 
when I merely asked Dara to tell nie about her picture! By providing a 
.•;torv about hvr picture, which was something she knew about and 
produced. I was able to inspiie her to become more open w ith me and 
to contribute her own imaginative version of what she had drawn. '1 he 
pleasure she derived from being a spectator to a story, the setting of 
whi( h she had provided, allowed liei to relax and enjoy another's efforts; 
then she was suf ficiently motivated to produce her own version. 

Moving from the Expressive Voice to the Poetic Voice 

James Britton (1970) defines two aspects of language u.se: first, the 
expressive voice, which we use spontaneously with our families and 
friends and which encompasses aspects of thought, emotions, and 
everyda\ events; and second, the poetic voice, which is more highly 
structured and akin to narrative. One readily recognizes certain con- 
ventions such ;is "Once upon a time," "lived happily ever after," and 
" 1 he end" in these narratives and, in addition, a more heightened use 
of expression in terms of simile and metaphor, as well as setting, 
character, dialogue, and action. 

Dara's second version is an example of her moving from the expres- 
sive voice to the poetic voice, in wliich she manages to include some of 
the more obvious conventions of stc:ry form. Remarkably, she transforms 
mere birds to "eagles that the princess liked to watch" and includes 
them in the action of the story. However, this change from the expressive 
to the poetic voice was largely instigated by the creation of an appro- 
priate mood through my own use of that voice. Another factor v.as 
Dara's knowledge of story form, which she had learned both at home 
and in school. 

Enhancing the Meaning of a Story 

'leUing stories in the poetic voice is difficult because of the formal 
structure that is demanded. Britton (1970) points out the inipo; lance 



12 



Ust7ig the Poetic Voice to Teach Sttny Forms and Writiuir 3 

of the spectator role in reatliiiig an inKler.standiiijr of the poetic mode 
and siiirujests that it is awimilativr. Assimilation is. essentially, the means 
through whie!i new experience is given meaning. A.s each experience 
IS encountered, it is incorporated within a f ramework tluit provides die 
meaning and thus hi ^ «.ulens our understanding of events with eac h new- 
experience. 

All experience is construed hy individuals on a personal level. This 
IS true whether the event is experienced in the real world or from the 
spectator role, h is, therefore, all the more important for teachers not 
only to tell stories hut a?so to include within them aspects of the 
children's daily lives. The immediacy of using children's names and 
mcoi poratiiig everyday vvents, siich as hirtlidays or liolidavs, undouht- 
edly increases the eficx rveiiess of the story. When personal inteiesi is 
involved, all teaciiing hecomes more ef fective. This hecomes even more 
important when we expect higher-level thinking skills to he applied 
either in reaction to stories or in the elicitation of Other stories. 

The ef fectiveness of the stories is also enhanced hy the inclusiou of 
a dramatic interpretation in which the teacher or storvteller uses 
changes in accent and voice pitch to delineate dif fcMciK characters and 
their qualities, riicre is no douht that such a dramatic rendition, 
complete with appropriate prosodic attiihutes (pauses, intonation, 
rhythm, and inHc(*;ions), ( ontrilnites not only to the enjoyment of the 
tale, hut also to the overall comprehension of its intent (Bailev 1^)8:^), 



Group Story Writing 

Once children have mastered the conventions of stories, I encourage 
them to participate in the story-making process with me. I ask third, 
fourth, and fifih graders to contrilnue t! -ii ideas and reactions as well 
as iheir feelings and judgments ahout a siory I make up. For example, 
I might tell them that it has been a long time since I was a child and 
that I no longer remember clearly my reactions to specific encounters. 
I hen I seek their help in making the story more real. Using an overhead 
projector, I write part of a story, intiocluciug the chaiaciers and the 
setting and initiating tiie action. We disc uss these elemeiiLs and the 
untial action. I make changes as I incorporate some of their ideas into 
the story. 

I he purpose of this group story writing is to broaden children \s 
understanding of stories aiui to teach them that writing is a process 
which can undergo many changes until it sounds coiisisieiit and real. 
I his activity also helps children organize inforniatioii and ideas, ana- 
lyze characters and their actions, maintain linear thought, and make 
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judgments concerning the whole. Inevitably, it also enhances their 
comprehension of the stories they read. 

Once I get to a critical point in the story, I look for suggestions as to 
what could or will happen next. At this time I distribute copies of the 
partial story, and we all write an ending to the story. IF the story is good 
and has excited the class. I will eventually get a page or several pages 
from children who hitherto would produce only an isolated fragment 
or two. When the completed versions are collected, the class discusses 
each ending and incorporates aspects of the narratives into a final 
N'ersion. I tal* J care to ensure that each child makes a contribution to 
the class story so that every child will recognize his or her contribution 
when I hand out copies of the Hnal version. 

Improving Self-Esteem 

These activities are not bound by any curricular spectrum; they provide 
lessons in storytelling, reading, comprehension, spelling, punctuation, 
writing, and critical and comparative thinking. In addition, there is the 
immeasurable confidence and self-esteem that each child gains in 
contributing to a process which he or she can see grow and take shape. 
This understanding leads, in turn, to a positive self-concept and 
improved performance in other areas of classroom lei^rning; it may 
inspire students to compete in school and independent writing projects 
sponsored by local and state parent-teacher groups and by reading 
councils of the International Reading Association. 

Most children who fall behind in reading and writing do so not 
because of a lack of intelligence, but through a lack of experience with 
story forms and with language interaction and through the failure to 
achieve initial success. Traditional workbook exercises will never com- 
pensate for this. Active modeling by the teacher and similar productions 
by the children in a positive partnership can give students that initial 
success and can help them realize that writing is neither hard nor futile 
but is, rather, a rewarding and exciting experience. 

References 
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The Metaphor as a Metaphor for 
English Class 



Carole B. Benc ich 

Brevard County Schools, Rockledge, Florida 

The metaphor, a source of vitality in both literature and common 
speech, is also a product of analogous thinking, and should be taught 
as such. Activities which reinforce metaphorical thought will encourage 
students Lo associate familiar objects, places, people, or concepts with 
new ideas. Practice in metaphor making puts students in contact with 
their own thinking habits and unites their powers of imagination and 
analysis. It gives young people a new way of interpreting their environ- 
ment and their experiences. It helps them recognize the role of meta- 
phors in literature; and, finally, it leads to improvement in writing style. 

Metaphor making fulfills many useful functions in the classroom. It 
provides a way of synthesizing the abstract concepts of literary study It 
activates students' memory by involving them with content, and it taps 
the creative potential of the right brain. Used on a regular basis by 
teacher and students alike, the metaphor can become a leitmotiv for 
English class. 

Introducing Metaphors 

Adolescent slang abounds in metaphorical thought, a fact which nu kes 
the concept easy to introduce in class. From the irreverence of nick- 
names like *'Moose" and 'Treckles'' to the casual phrases 'it's a breeze" 
or "He burned me," students delight in their own inventive expressions. 
Since spoken language also includes many stale comparisons, the 
teacher might begin by identifying these expressions and refurbishing 
them for effective use. Discuss the meanings and possible origins of 
such terms as "mad as a wet hen," "cute as a button," or "go the 
distance," and ask students to write new versions which express the 
same idea. For a research project, or ongoing classroom enrichment, 
consult Stuart B. Flcxner s Listening to America: An Illustrated History of 
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Words ntid Phrases f mm OurLhrly mid Splendid Past (Simon and Schuster, 
1982) or other dictionaries of slang. 

Students enjoy making a game of inventing metaphors. With the 
teacher estahhshing a category* hke cars or wiisiral iiistriniinifs or vrirr- 
tablrs, young people will readily identif y a cliarac ter in a novel as "a 
Buiek," "a Fren< h horn/' or '*a .scjuash." They will just as readily apply 
metaphors to oi)jects, ideas* literary periods, novels, or even each other*s 
compositions. After all, **Vour paper reminded me of a wait/" gives a 
writer a meaningf ul overall perception of lone or style. I'his game also 
teaches .students how lo cxtemJ a metaphor. After deciding "He is a 
machine," for instance* a w riter could extend that comparison into "He 
is a roixn* progranuiied lo perform the same functions over and over 
again, with no thought or sensitivity to the people around him." 
Beginning in simplistic play, this activity dinelops comparative thinking 
skills, provides synthesis of ai)stract concepts, and integrates language 
and personal experience. 

Active discussion remains one of the best ways to share dif ferent 
thinking proce.sscs and thus broaden student.s' repertoire of strategies. 
When siudenis generate a metaphor* (hey should describe what unfa- 
miliar or f re.sh insight they are contributing to a familiar sui)jeci. W' hat 
emotional or imaginative qualities are i)eing ascrii)ed? Wliat is the 
contrast between the idea expressed and the image i)y which it is 
expressed? Is it an oinious connection, a sui)tle thought link, or an 
artificial device? Does the metaphor add significance to the idea, or is 
it mere "decoration"? When students share the thinking i)ehind their 
metaphors, they discover a wide range of associations and lesponses 
among their peers. 

At this early stage of awareness ai)out metaphors, students are able 
to apply the concept to themselves in a visual way. Ask them to make a 
postci- of original artwork or a collage of pictures f rom magazines to 
represent visually a i)rief metaphor ai)out themselves, (iive them plenty 
of examples, such as the following eighth-grade produc ts: 

1 am undiscovered gold, lying in the hills. 
)ust wait until the world disc overs me! 
I am a grape, just one of the iumt h, 
i)ut with my own juicy goodness. 
I am a pawn, moved aiound by otiieis, 
but without nic the game wouldn't work. 

The visual and expressive elements of this project make it highly 
motivational, and it is also appropriate for students of all ai)ility levels. 
The finished products make an impressive classroom display. 
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lb focus attention on conipaiativc thought, present a "metaphor for 
the day." Read aloud, or post on the Imlletiii board, a sucressful 
metaphor gleaned from your own reading on better, from students* 
papers. Have students scout for metaphors in outside reading and bring 
them to class. Comic strips and newspaper sports stories of fer many 
examples. Kstablish criteria for an ef fective metaphor (striking, appro- 
priate, etc.) and ask individuals to rank the daily metaphor on a scale 
of 1 to U), with explanation. 

Further Activities with Metaphors 

Increased awareness of metaphoric thought will help students when 
they encounter figurative language in literature. When Stephen Crane 
compares the "small procession of woutided men" to "a flow of blood 
from the lorn body of the brigade," stop and examine hmr that 
metaphor works (as opposed to what it means). Let students name all 
the ways a group of men can be like a flow of biood. Ask them to 
visualize the procession, perhaps setting the scene for a movie camera 
shot. Consider other ways in which Crane might have expressed a 
similar image or concept. With sufficient practice in "easy" contexts, 
more subtle metaphors, like "the road not taken," become keys rather 
than obstacles to unoerstanding. 

Using metaphors as thought links can help young writers focus their 
thinking into a composition topic. High school students, stiil needing 
to write in the exi)ressive mode but required to write transactional 
papers for various assignments, can use metaphoric thinking to get 
started. Show them how to force association between the familiar and 
unfamiliar by asking students to make a list of five subjects with which 
they are familiar (for example, surfing, rock mmic, pizw, cars, and video 
games). Then give them a list of five broad "English" subjects such as 
Emerson, freedom, poetry, the epic hero, and cotiflict. Students then must 
link each of their five personal subjects with one of the broader subjects 
and write a topic sentence which logically connects the two. The teacher 
should demonstrate several examples on the chalkboard first. For 
instance, swfiug might be combined with freedom in "Surfers under- 
staiuf the fullest meaning of the word freedomr Although rock music 
and epic hero might be integrated in an interesting sentence, poetij ?nd 
video games might prove impossible. Working through such a list orally 
with students wiH produce varied results. The topic sentences resulting 
from such practice should seldom be developed into a composition. 
Hc^vever, this activity will teach a young writer to channel an expressive 
voice into the requirements of the academic assignment. 
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Gabriele Rico's technique of clustering will also foster metaphor- 
making ability. Ciive students a \\x)rd or a concept and ask them to 
cluster metaphors for three or four minutes. For instance, Mark Twain 
might produce the following cluster: 




In all cases, students should be asked to explain how the metaphor 
works. For example, "Mark Twain is like banjo music because he s folksy, 
easy to listen to., and improvises as he tells a story.'' No one ansu'er is 
ever the "right" metaphor, but students benefit from hearing the 
different ways of thinking represented by varying metaphors. The 
object is to extend 'linking, to expand the power of language beyond 
its denotative limits. 

Metaphors will also help students prepare persuasive arguments. 
Political rhetoric is rich in metaphoric comparisons, some of which are 
overused to the point of satire (e.g., cancer, poison, team). Students need 
to learn how to use this reasoning in their own arguments. They need 
to learn how to choose appropriate and effective metaphors, and how 
to extend images without mixing impressions. 

By beginning with vivid examples of metaphors in literature and 
speech and by capitalizing on students' pleasure in making metaphors 
which add dimension to an ordinary subject, the teacher is reinforcing 
students' ability to think by analogy. Ultimately, this ability will aid 
students in interpreting new material, as well as in expressing their own 
ideas. Adoption of the metaphor as a metaphor for English class will 
communicate the need for imaginative links I etween the familiar and 
the unfamiliar. It will require the active participation of comparative 
thought and the shared insights of multiple interpretations. 
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A Right-Brain Activity 



Ciarolyn Boiarsky 

Illinois State University, Normal 

One of the major reasons many students have so much difficulty writing 
a thesis sentence is that it involves the synthesizing of information, a 
skill which few of them have mastered and a skill for which they have 
had little training. It is a skill which requires an inductive leap from a 
vast amount of information to a single, overall concept. This thinking 
process is the second highest level of cognitive learning on Bloom's 
taxonomic scale and is identified as the province of the right brain by 
Ronald Rubenzer the founder of Thinking Dynamics in Greensboro, 
North Carolina. How can we teachers foster the development of this 
important skill? 

During the past three years I have been helping students at Illinois 
Central College (a two-year community college) and at Georgia Institute 
of Technology and nuclear engineers in high-tech industries learn to 
synthesize information into a single, coherent concept which serves as 
a thesis statement. The following curriculum provides a sequence of 
lessons which leads students through the steps required to synthesize 
information and arrive at a thesis sentence. While the lessons have been 
developed for students at the college level, they are applicable to all 
levels and can be adapted to classes at the upper elementary, middle, 
and secondary levels. 

The lessons are divided into two phases. During Phase I the class 
works as a group to write a thesis statement for a single assignment. 
Durmg Phase II the students vx>rk individually on an assignment. Both 
assignments are centered around advertising techniques and can be 
tied into a unit on advertising. 

Phase I 

The class is given the following assignment: 

You are an executive with a large company. The contract with the 
A. B.C. Advertising Agency is coming up for renewal. Your com- 

II 
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paiiy has decided not to renew the eontraet and is in the process 
of looking lor a new ajj^ency to represent it, \our company has 
narrowed the search to two aji;encies. An ad I)y one of these 
aji;encies is attached to this assiji;nnient, Mr. ()sji;oocl. your hoss 
and company vice president, has asked you to analyze this ad and 
to write him a memo explaininji; how the aji;ency uses various 
technicjues to advertise the product. He will use your analysis to 
determine if the ajjjency can develop an effective ad for your 
company. 

.\nv magazine ad can he used. I often use cigarette or car ads, or 
computer ads for my engineeriiig students. 

In order for the students to formulate a thesis statement for the 
memo which they are to write, they will need to perform the following 
six steps. 

/. Idnifify Purpose mid Audirucr 

Because a thesis statement needs to relate to the purpose and audience 
of a piece of discourse, students need to deterniin<» these tw.) aspects. 
For this particular assignment the students usually conclude the 
following: 

Purpose: to determine whether the advertising agency uses effec- 
tive techniqUv'\s. 

Audirucr: Mr. Osgood, our hoss and company vice president. 
2. (tuthrr lufonnafiou 

Students arc urged to gather as much information as they can ahout 
the ad, without worrying about whether it is relesant or meaningful. 
This step and the following four steps are conducted in the form of 
brainstorming sessions, with students calling out ideas and the teacher 
recording their responses on the chalkboard in abbreviated fashion. 
For example, when my students analyzed an ad for M(M, the long- 
distance telephone service, they listed much of the following 
information: 

a single picture 
a lot of copy 

the name of the company is in large letters 

a box lets you send for more information 

a picture of a man holding his fingers in his ears 
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a long headline 

information about customers using the company 

a picture of a man looking upset 

the name c^fa competitor in the headline 

a play on words in the headline 

iidbrmation abom the cost 

th(* cost is cheaper than the competition 

information about the WATS line 

inlormaiion about billing 

infoi ination about savings for businesses 

a picture of a businessman 

the word busiurss in the headline 

a play on words in the copv 

^- Find Relationships mnnn^ the Pinrs oj Injonnntion 

Students arc asked to look at their descriptive list to see which |)ieces 
ol information are related to each .nher. In the example of die MCI 
ad, there are several pieces of infb/mation which relate to the use of a 
picnu e; others relate to the coiupetitor; still others to businesses. Some 
pieces of inforniaiion, like tlie box for requesting f iuther information, 
don t seem to \yc related to anything else; others, like information about 
the cost of the service, may fit into two or more groups of information. 
As students call oiU the i elationships. I usually mark them with 
different symbols. For example, ! iiiay give one category an asterisk, 
another a check, and a tliird an .x. When the students finish, the list 
usually looks like diis: 

* a single picture 
/ a lot of copy 

the name of the company in large letters 
a box lets you send for more infbrmaticm 

* a pictuie of a man holding his fingers in his ears 
/ a long headline 

o information about customers using the npany 

* a picture of a man looking upset 

/# the name of a competitor in the headline 
v// a play on words in the headline 
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in format ion alxnii the cost 


#() 


the cost is cheaper than the eoiupetition 


o 


inlorniation about the WATS line 


() 


information about billing 


xo 


information alxnn savings for businesses 


*x 


a picture of a businessman 


/x 


the word husijirss in the headli-ie 




a play on words in the copy 



(jitf'gorizi' the Rrlatioiiships 

At this point I recopy the list, putting the related items together. 
Students then should determine an identifying name Tor each of the 
categories of information. I usually place the name they select at the 
side of each category, so the listing looks like this: 

a single picture 

a picture of a man holding his ears , 



a picture of a man looking upset 

a picture of a businessman _ 

a lot of copy 
a long headline 

the name of a competitor in the headline 

a plav on words in the headline 

the word biishiess in the headline 

a play on words in the copy _ 

information about customers usi'ig the company 
information alxnit the cost 
infbrmalion about the WATS line 
information about billing 

information about savings for businesses 

the name of a competitor in the headline 
the cost is cheaper than the competition 

a play on woi cis in the headline 
a play on words in the copy 





- C:opy 



Ck?neral 
information 
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information about savings for businesses 
a picture of a businessman 
the word husinvss in the headline 

5. Write on Assertion for Each Categon 

An assertion is a sentence that establishes a relationship among pieces 
of information (Van Nostrand et al. 1982). Determining these assertions 
forces students to verbalize a complete thought about each categorv. 
Students suggested the following assertions for the six categories: 

Photograp/ty: A large photograph pictures a businessman holding 
his ears in pain. 

Cofiy: The copy for the headline and the rest of the page ati: .u ts 
the reader's attention. 

General infonnation: The copy tells a lot of infbrnnition about MCI. 
The competition: The ad compisres AT&T with MCI. 

Wordplay: The agency plays with words to catch the readers 
attention. 

BiLsmess: The ad focuses on the businessman's needs. 
I usually record these assertions on the board under each category. 
Often students suggest several assertions for each category, which I 
record if they state a relationship concerning the information in each 
of the categories. Only after all of the assertions are recorded do we 
attempt to narrow the list down to a single statement for each categorv. 
This may mean eliminating all but one of the assertions, or it mav 
mean combining two or more into a single new statement. 

6. Determine an Organizing Idea 

The Organizing Idea (O.I.) is an assertion which unifies the other 
assertions (Van Nostrand ct al. 1982). It is the central idea around 
which all other assertions are related. Students look at the various 
assertions for each of the categories and then derive an O.I.. a single 
assertion which will be broad enough to incorporate all the assertions. 

Often students will suggest several possible O.I.'s. As with the 
assertions, all O.I.'s should be recorded. Then have students go back 
and refine the list to a single O.I. Often they will decide to combine 
ideas from several suggested O.I.'s to create a new O.I. 

Students in one c!ass, after numeious revisions, derived the following 
O.I.: "The advertising agency ef fectively convevs the message that MCI 
offers better services to businesses than AT&T does." 
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Oluc students have (Ictenuiiicd an OA., they can work together to 
(haft the iiitrodiittory paragraph of the paper. The O.I. will serve as 
the thesis statement, it does not liave to be the /list sentence* thougli it 
often is. Here are two dif ferent paragraphs which use the same O.I. 

I. The advertising agency is effectiveK nniveying to the aiulience 
that UiA offers better services to businesses than .M cVT does. 
The agency ac hieves this by using striking photography* a catchy 
headline* and information-packed co|)y. 

L>. I'he man is obviously a businessman and he is holding his eai s in 
pain. .According to die headline* it*s because he has "hcaid 
enough." Of* A I & r that is. The ad agency has eHec tiveiy conveyed 
to the reader that MCI offers bettcM services to businesses than 

Phase II 

At this point students aie ready to wvhv on their own. The second 
assignment is related to the first and allows students to build <?n what 
thev have already done. I give them ihe following directions. 

Now that you have analy/.ed an ad by one of the advertising 
agencies which your company is considering* your boss* Mr. 
()sg()od* would like you to look at an ad wiiii h the <«her advertising 
agtMK y wrote. Mr. Osgood has asked you lo analyze this ad and 
then to determine which ad you feel is better. He has a.vkcd you to 
write him a memo which recommends one of the advertising 
agencies over the othci* based on the technicjues used in the ads. 

I bis time .students receive an ad for a similar pioduct or service 
offered by a different company. If I start with an ad for MCI* I next 
give students an ad for Ar& T. 

Students follow the six step.s in Phase I to analy/.e the second ad. 
rhey usually have little difficulty arriving at a thesi.s staten.cut or 
Organi/.ing idea which indicates a preference for one agency over die 
other. A .sample student O.I. would read: "flie MCI ad is .superi<)r 
since it i.s more informative* gives a more complete sales pitch* and i.s 
moi e inipre.ssive visually than the A'r&: T ad." 

lb encourage .studeiit.s to follow all .six steps in the aiialy.sis* I have 
them complete the wx>rkslieet shown in Figuie I. I also have students 
use the seli-evaluation form shown in Figure 2 to analyze the first 
drafts of their memos to Mr. Osgood. The form helps (hem spot wiicrc 
revisions are needed. 
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Phase II Worksheet 
Purpose: What do I hope to accomplish? 

Audience: Who is my reader? What does the reader need to know? 
What do I know about the reader? 

Information: Jot down data about your subject. 

Relationships: Look for links between your information fragments. 

Categories: Name each of the groups of relationships. 

Assertions: Write a complete sentence for each category. 

Organizing Idea: Write an assertion which is broad enough to cover 
all of your other assertions. 

Figure 1. Sample worksheet for Phase II assignment. 



Evaluation Sheet 



Rate your performance in each area by circling Yes or No, or the 
appropriate number from 1 (poor or inadequate) to 5 (excellont). 

1 . Do I have an 0.1. (and only one) per 

paragraph? Yes No 

2. Is the 0.1. the most comprehensive 

assertion? Yes No 

3. Is the 0.1. clearly and explicitly stated? 1 2 3 4 5 

4. Do all the other assertions si pport or clarify 
the 0.1. (no redundant or irrelevant informa- 
tion included)? 1 2 3 4 5 

5. Is there enough supporting detail to convince 
my reader to accept my 0.1. and for my 
reader to understand (no relevant detail 

omitted)? 1 2 3 4 5 

6. Do all my sentences flow smoothly into each 

other? 1 2 3 4 5 

7. Is my language appropriate? 1 2 3 4 5 

Figure 2. Sample self-evaluation form for Phase II assignment. 
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Expanding the Assignment 

Oiitc students have coinpleieci the two phases in the advertising unit, 
thev are ready to apply the techniques to an entirely new topic. 1 hey 
might be asked to analyze a character in a book they are reading or to 
prepare a brief leseaicli paper <mi a current topic, such as legislation 
lequiring the use of seal bcUs. As siudenis apply the six steps for 
synthesizing information ro other assigninenrs, their papers Ijccoine 
nioie organized and coherent. By combining this riglu-l rain activity 
with the left-brain activities in which they a* c often drilled, students 
can learn to write ellective papers with vial)le thesis statements. 

Reference 

Van Nostrand. A. D.. C. H. Knoblaiath, and Joan Pciligrcw. 77^^ Proms of 
\\riti}if^. Disnri'ny (itu! Control, 2d ed. Boston: Honglitoii MifHin. 1982. 
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Justice Is a Nike T-Shirt: 
Using Synectics in 
the ESL Writing Class 



Nancy Pfingstag 

University of North Carolina at Charlotte 



The need to teach cognitive skills in the writing class has been well 
documented. As Taylor (I98I), Flower and Hayes (1981), and Zamel 
(1984) have argued, writing is a thinking skill, a process of discovering 
and exploring meaning. The prewriting activity described here is a 
procedure which teaches students one way to think about extended 
definitions of abstract concepts in order to formulate, clarify, organize, 
and communicate their ideas in written form. This activity is termed 
sytiectic because the student compares an abstract to a concrete object 
which is chosen at random. The metaphor that is generated and 
developed is a product of the student's imagination and creativity. 

Synectic metaphors are most successful in advanced ESL writing 
classes because of the level of English required to handle abstractions. 
The following description is based on five fifty-minute classes. 

Day 1 

The activity begins by having students brainstorm to identify as many 
abstract terms as possible. Because students often have initial difficulty 
generating terms, I start a V/orking list by writing words such as honesty 
and bravery on the chalkboard. I explain briefly that an abstract term 
IS something that cannot be perceived by the senses or captured in a 
container (like oxygen). 

The students and I then each select one of the terms to be used as 
the subject of an extended definition essay. In one class, I selected 
justice; Daniel, a young man from the People's Republic of China, chose 
pride. After the terms have been chosen and entered into our journals, 
we set the journals aside temporarily. 
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Day 2 

I bring lo c lass a grab bag containing a collection of oi)Jccts put togctlicr 
hapliazarcUv. I purposely tr\ not to clioosc objects lor their special 
qualities, as even the most mundane oi)ject, if studied closely, can i)e 
fascinating and worthy of serious attention. Currently, my grai) i)ag 
contains such things as a man's tie, a stapler, a mushroom-shaped 
cancilc, and a coupon olTering a f ront-end wheel alignment for $1(5.(57. 
The students and I each reach into the hag and pull out the first oi)ject 
\v(* touch — no fishing arounci is allowed. The oi)ject I pulled from the 
i)ag was a Nike-brand I-shirt; Daniel grai)bed a 3M-i)rand tape 
dispenser. 

We next inspect our objects carefully, noting the dif ferent parts and 
their purposes. At this stage, I l)egin modeling each step of the 
prewriting activity for the students as we work along together. By 
lircning to me think aloud and following my dif ferent drafts, the class 
can oi)scrve and practice the strategies for generating ideas, sorting out 
thoughts, and organizing information thai I have chosen to 
demonstrate. 

As I examined the Nike T-shirt aloud. I decided that it had five 
major parts: front, back, slenws, scams, and label I listed these across the 
chalki)oard, leaving ample "thinking" space i)elow each part, i then 
focused on each part separately. As I described what I ob.served and 
as ! delermitied a purpose for each quality, I wrote my thoughts on the 
chalkboard in the appropriate columns, as shown in Table 1. I noticed 
that the front of the shirt was made of soft, stretchy material which 
made it comfortable to wear. The bright red Nike symbol, a bold 
checklike stroke comioting the speed and accuracy of the (ireek victory 
goddess Nike, undoubtedly made a statement about the values and 
i)elief s of the wearer of the shirt. I found that the back of the shirt was 
plain and could not be distinguished from the back of any other white 
T-shirt. The sleeves were short, allowing freedom of movement, and 
hemmed, which gave the shirt a neat appearance. The seams were 
double-stitched inside the shirt to keep the pieces from coming apart. 
The double-stitching proi)ably made the consumer feel confident that 
the shirt was worth the price. The label, I discovered, offered an 
abundance of information. Sewn securely into the shirt for safekeeping, 
it gave instructions on the care of the T-shirt and important data on 
the size of the shirt and its fiber content. 

When all of this information was on the chalkboard, the students 
and I discussed the qualities of die shirt that I had identified. I 
explained that when I had difficulty determining the purpose of a 
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Table 1 
Nike T-Shirt 



Front 



Label 



Material is soft, stretchy 
feels comfortable 
adjusts to the body 

Material is white 
attractive color 
sets off Nike symbol 
implies purity, cleanliness 
goes with all colors 

Red Nike symbol 

connotes speed, victory, 
freedom 

makes a statement about 
wearer's values and beliefs 
calls attention to wearer 



Sewn into the neck seam 

easily found 

stays attached to shirt 
Gives size of shirt 

information about fit 

general size (large) and 
specific size (42/44) 

Gives washing instructions 
allows person to give proper 
care to shirt 

informs as lo what is 
harmful (do not bleach) 
Gives fiber content 
100% cotton 
shirt will "breathe" 



Back 


Sleeves 


Seams 


No design or pattern 


Sleeves are short 


Sewn inside the 


makes no 


allows for 


shirt 


statement 


freedom of 


creates a neat 


cannot be 


movement 


appearance 


distinguished 


keeps wearer 


keeps seams 


from any other 


cool 


from being 


T-shirt back 


Sleeves are 


obvious 


very practical 


hemmed 


Double-stitched 




creates a neat 


keeps pieces 




appearance 


from coming 




keeps threads 


apart 




from raveling 


gives confidence 
to consumer 
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parliculai quality, I had to rely on my assumptions. For example, I did 
not know if double-stitching made other ronsiniiers feel confident, but 
since it made mc feel that way. I assumed (^ther consumers were also 
concerned alx)ut stitching quality. 

Day 3 

The students inspect their individual objects, determining the parts 
and purposes. In their journals, they form a grid similar to the one I 
placed on the chalkboard the previous day. As they study and examine, 
I move around the classroom in order to answer questions or to prompt 
a student who is having dif ficulty looking at the object from a different 
perspective. 

As shown in lable 2, Daniel divided his 3M tape dispenser into four 
parts: dispmser, roll o] tape, disk iu the renter of the tape, and cuttiug edge. 
He noticed thai the dispenser was made of inexpensive plastic, a modern 
material which probably saved the 3M Company money. The roll of 
tape had an undetermined amount of tape on it since part of the roll 
had been used. He found this irritating because he would be unable to 
estimate whether he had sufficient tape to complete a project. The disk, 
Daniel found, allowed the tape to pull smoothly and kept the user from 
becoming frustrated. The cuttinredge was made of metal, for strength. 

Af ter the students have completed their grids, they return the objects 
to the gi ab bag, retaining only their written thoughts al>out the objects. 

Day 4 

The students are asked to turn back in their journals to the abstract 
term they chose on Day I. \ then wi ite the incomplete sentence " (abstract 
tei m ] is a [object ]" on the chalkboard. The students write the statement 
in thetr journals, filling in the appropriate information. For example, 
my statement read, '^justice is a Nike F-shii t." DaniePs was "Pride is a 
?M tape dispenser." ()l .-^r statements in the class were ".Love is a 
Christmas ornamcni" "Beauty is a bottle of Bufferin," and "Peace is a 
two-in-onc can opener." 

Once again, I draw a grid on the chalkboard and write down the 
different parts of my grab-bag object. In the example of the Nike T- 
shirt and justice, I wrote on the board the following - atego ^ies : yron/, 
back, slenfes, seams, label. As I concentrated on each part of the shir:, I 
referred back to my notes f rom Day 2 and asked myself how an aspect 
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3M Tape Dispenser 



Dispenser 


Roll of Tape 


Color is clear 


Tape is clear 


Vol 1 fan coo ¥no f-nino 

Call bcc iric lupe 


you can see beneath it 




It is /2"inch wide 


goes with everything 


makes it easy to handle 


Made of inexpensive plastic 


you do not waste any of it 


practical 


It is neatly rolled in a circle 


saves the company money 


tape does not wrinkle 


a modern material 


An uncertain amount is left 


It is small 


nn the roll 


you take it anyplace, in 


you do not know when it 


purse or pocket 


will run out 


Disk 


Cutting Edge 


You can pull tapv? off circle 


Metal is !4-inch wide 


easily 


metal keeps it from 


you won't v/aste time 


bending 


you won't get angry 


It has sharp teeth 


It is clear plasHc 


makes the tape easy to tear 


it is the same as the 




dispenser 





of my abstract icrm, justice, might correspond to a quality I had listed 
under this part of the shirt on my first grid. Asking the question "How 
is justice like the front of the t-shirt?'' I realized that justice must 
stretch to fit a society, and the members must feel comfortable with it. 
Looking at my notes about the back of the shirt, I zeroed in on the 
word distinguisfied and thought aloud how justice miist noi. distinguish 
among the members of a society on the basis of wealth, race, religion, 
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or sex. Comparing the short sleeves to justice caused me to see justice 
as the agent in society that allows the members to stay **cool/' to stay 
rational. I'he double-stitched scams, which gave confidence to the 
consumer, also gave confidence to a society. I'he label sewn into the 
shirt conjured up the image of justice sewn into the fabric of society. 
Mn completed grid up|)ears in Table ?t 



Table 3 
Justice 



Front 


Label 


It must stretch to fit society 


It is sewn into the fabric of a 


People must be comfortable 


society 


with it 


It grves a society both a general 


It is attractive 


philosophy and specific laws 


It makes a society free 

It makes a statement about a 
society, person 


It enables a society to take 
proper care of its members 
It icJentifies what is harmful to 
a society 

It allows people to "breathe," 
to be themselves 


Back Sleeves 


Seams 



It must be equal for 
all; must not 
distinguish on basis 
of wealth, race, 
religion, sex 

It must be practical 



It allows for 
freedom of 
movement and 
thoughts 

It helps people stay 
rational, keep their 
cool 

It keeps society 
from raveling, 
falling apart 



It creates order 

U g7 ves confidence, 
secjnty to people 
o^ a society 
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As we did with ni\ first grid on the parts of the T-shirt, the students 
and I discussed the cjualities of justice on this second grid and how I 
;;enerated them. We also coniniented on ihe strategies 1 used to over- 
come frustration, such as seeing words in different contexts, repeating 
phrases over and over until a thought occurred, thinking ofan opposite 
meaning, or simply pacing the floor 

I ask the students to take their journals home overnight to prepare 
a grid for their abstract teims based on their written thoughts about 
their grab-bag objects. I have them complete this stage of the prewriting 
activity in the privacy of their own living quarters because of the 
intensity of comparing the abstract term to the concrete object. Writ- 
ers—students or otherwise— generally require a time period that is not 
clocked and a place lo pace when wii^rking through such complex 
thoughts. 



Day 5 

Returning with their journals, the students share with the clasii the 
qualities tliey identified concerning their abstract terms. Danie! admit- 
ted thi>t he was pleased with the ideas he had geneiated. He had never 
examined his thoughts on pride before and now fel: confident about 
his beliefs. While studying his notes on the plastic tape dispenser, he 
reasoned that pride is often made up of cheap motives which make a 
person small. The clear roll of tape reminded him that others arc able 
to see beneath our pride, and r^at one day, like the limited supply of 
tape, our pride will run out and we will be empty. He equated the 
center disk with the ease with which we pull out pride to avoid facing 
problems, and the dispenser's cutting edge demonstrated for :iini the 
moral that pride will one day destroy us if we are ivot careful. Daniel's 
completed grid appears in Table 4. 

After the ideas on the abstract terms are shared, the class and 1 
begin the complex task of organizing these ideas and f;nding a central 
focus for an extended definition essay But the task is easier now because 
ol the vealth of information with which we have to work and the 
msights ve have gained into our own problem-solving abilities. Good 
writers ^'discover what they want to do by insistently energetically 
explorinj the entire problem before them," Flower and Hayes (1980, 
31) concluded, Synectic metaphors teach students to broaden their 
observaticDn and reasoning stalls, and to use these cognitive skills to 
develop strategies for identifying and solving rhetorical problems. 
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Table 4 
Pride 


Dispenser 


Roll of Tape 


It is sometimes made up of 
cheap reasons for doing 
something 

It helps us to save our face 
It is sometimes modem; it is 
not built on old vaiues 

It makes us small 


You can see through it; people 
can see beneath it 
It makes us go in circles; we 
never get on the straight road 
One day our pride will run 
out, and we will be empty 


Disk 


Cutting Edge 


It can be pulled out easily in 
any situation 

We use it to avoid problems 
because it is the easy way 


It has an edge which cuts and 
destroys us 

It keeps us from bending; we 
need to bend like the trees to 
live 
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This wnting project originated with our attempt to devise an appro- 
priate assignment for developing the tl inking and writing skills of 
students in the sciences a social sciences. At Wash'iigton State Uni- 
versity, students in many ol* ^hesr* majors are now required hy their 
departments to rake a senio.Vgraduatc-Ievel class in "Professional and 
Technical Writing," but clearly they need such skills in their sophomore 
and junior classwork and need more than raw beginners' skills in the 
senior-level class. Thus inspired, we developed this writing pmjv-ct for 
freshman compo.sition classes at WSU. The entire project invoKes three 
papers — a nummary, a proposal, and a report. 

The Project — Begin with Reading 

The writing projeu centers around an article called "Territorial Behav- 
iour,*' excerpsed from Desmond Morris's book Mauwatching: A Field 
(hade to Human Behaviour. This article is a lively, readable piece (about 
4,000 words long) explaining that territorial! behavior, a characteristic 
usually attributed to animals, is also exhibited by humans. Although 
the ideas Morris explains and illustrates v/ith many vivid examples 
would seem to be common knowledge, students often comment that 
they never noticed or understood these behaviors before. The article 
provides a theory and various subordinate hypotheses for students to 
test, it has the advantage that eighteen and nineteen year olds are 
niterested in human behavior and have developed some expertise, 
however subconscious, in deciphering and responding to it. Using this 
article for the project also has the advantage that human behavior is 
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easy to <)I)servc in cvci ydav lilc and (l(K\sn't rcciun c a lane y nii( r<)S( ope 
in ilic < lassrooin or extensive S( ien( e ;*n(l niaili l)a< kgronnds lor noii- 
s( ien< e majors, vci students deal with s( ieiitilie generalizations toexplain 
<*l)serval)le events. 

Objective Sunin«ary 

sSiat^e one ol tlic wriiing projeet involves writing an objec live suniniary 
ol Morris's article within a strict word limit. Brief abstracts are com- 
inonlv required for articles submitted to journals, but this important 
skill is not often practiced by suidents, " Icn itoiial Behaviour * is com- 
plex enough and loaded w ith enough details and examples to make this 
lirst paper a challenge. Many students are nnslc({ by tl^e simple opening 
lines: A territory is a defended spate. In the broadest sense, there are 
three kinds of human territory; iribal, family and personal." Bui 
Morris's ideas go be\ond this simple defini':»)n and dassihcation, as 
thinking students soon realize. As a preliminary step, students can be 
asked to read the article and prepare a two-sentence summary (no word 
limit but ouly two seimmes). They bring these minisumniiaries to class, 
wliere half a dozen students are selected at random to write their 
sunnnaries on the board during class discussion of the article. 

Next students are assigned to write a formal summary (i.e., for x 
grade) in no more than 300 words (about two pages). They aie 
instructed to pi( k out the most important ideas f rom the many minor 
ideas and to decide whethei or not to include examples (their own or 
Morris's) that illustrate the ideas and how many examples to include. 
The sunnnarization assignment also provides ^n opportunity lo discuss 
plagiarism and to demonstrate the techniques of excerpiiiig and punc- 
tuating quotations. In observing a word limit, sru dents are pressured 
to concentrate more icieas in fewer words and sentences and to step 
bevond merely repeatiiig Morris's organizational pattern. 

As they go over the rough drafts in editing gioups, students may 
complain about the boredom of reading the same ideas over and over, 
iHit they do see how other writers handled .he task and may soot holes 
in the ideas they presented in their own summaries. By fiist reading 
and discussing, then drafting, and then reviewing their work after a 
session with editing groups, student writers have numerous opportun- 
ities to examine their ideas and their writing style in the early stages of 
composing the papei — the process followed for each of the three parts 
of this project. These summaries are fairly quick for instructors lo 
grade, and they indicate how well the students undersiand the article 
be lore ihcy progress to the research stages of the pre ) jet t. 
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Research Proposal 

Restart luTs amimonh use or extend aiioilier icseai( hei s ideas or 
theories, and they devise experiineiits ro (oiilirm those ideas or to 
extend knowledge ol the details. Miis pnjjec l hegins similarly. 1 he 
students have read and sunuuari/ed Morris's ideas and now are 
assigned to devise experiments to test those ideas: thev are to chscover 
their own additions lo the examples and details that show how tei riiorial 
behavior works in real life with real people. 

We have students form groups ol three to live members who will 
together devise and rui. such experiments. They |>ooi iheir daJa. but 
eaeh studeni is required to write his or her ow n proposal (about iwo U) 
lour pages) and report (five to ten pages). Students spend one or two 
class periods in their groups planning (wiih the instruc tor tinulating 
and advising them) and then run (heir experiments outside ol ela.ss— 
in elevators or the hbrary or wherever thev decide. 

Since our students usually hve on campus, personal territory is the 
type of territory most pranic aJ for experinicutation; however, high 
school students could also do research involving family territory .Morris 
mentions one experiment in his article: "Kxperimenis lu a library 
revealed that placing a pile 01 magazines on the table in one seaM'ig 
position successiully reserved that place for an average of 77 minutes. 
If a sports-jacket was added, draped o\er the chair, then the reservation 
effect' lasted for two hours." Although some students have tried this, 
most quickly think of their o vn unique hypothesis to try. For those few 
who are still uninspired, we also outline experiments that our previous 
students have devised — observing arrangements of people riding in 
elevators; noting the "reservation ef fects" of grocer\ carts in .stores or 
of coats, books, and quartets on video games: observing speaking 
distances between men or women in varying situations: invading per- 
sonal space in the student union or dorm I'V room. 

In devising their experiments, the student groups conunonly stumble 
into several lapses of logic in their research, fhey usually !iave too 
many ideas and attempt to pnne too much for the limited sccjpe of the 
assigned papers. For example, a group may dec ide to observe the 
distances at which people walk, stand, and sit fioin each other and 
propose to have each group member obserxe studems in dining halls, 
the student union, the bus, and the gyms for a month. They may 
hypothesize that two women acquaintances will sit closer than two men, 
that a boyfriend and girlf riend will sit closer than the two women, and 
that a husband and wile will sit even closer: they iriay further hypoth- 
esize that when these same people are walking, the space between them 
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niav increase or decrease. Such an experiiuciit, as the instructor can 
point out, must be narrowed draniatically to focus on some small part 
of these ideas — in this example, perhaps just observing students in the 
dining hall when a stranger sits by them. Without such narrowing, the 
experiment will be poorly controlled and difficult for any other 
researcher to replicate, another important factor in experimentation. 

Another pitfall with a too broad experiment is that students cannot 
monitor enough similar cases to provide sufficient evidence to verify 
their hypotheses. Here the students quickly realize the ultimate limi- 
tations of time and money for carrying out their research. Ideally, they 
would test the entire population of the university riding on the city bus, 
but of course they cannot — no scientist can. But how many cases are 
enough? A dozen? A hundred? A thousand? Students sometimes 
submit reports testing only three subjects sitting in the student union — 
two women and a man — and then wonder why their instructor disputes 
their claims that men are more hostile to invaders of their space. 
Certainly, students do not have enough time to sample a thousand cases, 
as professional researchers would, but the group members must decide 
on reasonable numbers of cases to test — for example, testing thirly 
subjects sitting in the student union in order to support their claims. 
They must also consider what factors (such as sex, race, age) will affect 
their results and must design their experiment to control for such 
variables — for example, testing fifteen women and fifteen men, all 
Americans of undergraduate age. 

Some of these pitfalls in design can be avoided by having students 
read sample proposals from previous classes. (If this project is assigned 
for the first time, groups can present their experimental designs to the 
whole class for discussion and evaluation. Alternatively, the instructor 
could create models.') We spend one class period discussing these 
sample proposals, looking for pitfalls: Does the experiment really test 
the proposed hypothesis? Is the procedure clearly explained? Do the 
researchers control the experiment carefully — not trying to test too 
much? Do they test enough cases to "prove" anything? Can any hypoth- 
esis ever be "proven**? Is it hazardous? (The latter question is worth 
mentioning because some students have taken risks doing space invasion 
experiments. One student purposely squeezed between a man and 
woman riding an elevator together — he received verbal abuse and 
certainly risked a punch, too. Luckily, most students are so attuned to 
spatial rules, as Morris says, that they don*t want to try such aggressive 
experiments.) In discussing both the previous experiments and the 
students* own proposals, it is up to the instructor to push, prod, and 
even temporarily confuse the students' thinking processes so that 
students grapple with the logic of their proposed experimentation. 
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Reading and discussing die sample proposals also demonstrates to 
students tlie "standarci" format for tlieir proposals: background (outline 
of Nlorris). liypothesis (extending Morris's ideas to anticipate wliat 
should happen m tlieir experiment), and procedure (where, how, how 
many, etc.). Insti uctors can choose or create one model that is conspic- 
uously skunpy in detail and present others tliat .sliow good use of details 
as well as sublieadmgs and diagrams. Esaluating these models in class 
usually stmiulates better planning and writing and fewer pitfalls than 
any amount of lecturing by the instructor. 

The last step in this stage of the project, before running the 
expeninents, is for students to meet and share their written proposals 
m edismg sessions with other members of each student's group and 
with members of other groups— in the same way that scientists submit 
their proposals to outside reviewers. These student editors and the 
mstructor can guide the student researchers to think and write clearly 
about their research and to avoid the pitfalls before they move on to 
the next stages. Students hand in their revised proposals and then 
carry out their experiments. Afterward, they spend one class period 
discussing their data and their results before they tackle the reports. 

Final Report 

At some point while the experiments are being run. the class can again 
read 2nd discuss copies of several sample reports, both good and bad 
rom previous students. Again, the students see some of the lapses in 
logic that their peers fell into or avoided and again see models of the 
standard" format they should follow: background/hypothesis, proce- 
dure, results, and discussion/conclusions. Clearly, the f^rst two parts 
can be largely taken from their original proposals, though revisions are 
usually required after the actual experiments are run. As we evaluate 
the sample proposals in class, xve discuss the questions raised earlier 
and talk about some new ones; Are the results clearly summarized? 
Are charts and diagrams appropriate and properly labeled? Do the 
results justify the conclusions? What further experiments or modifica- 
tions of this experiment are suggested by the results? These are the 
classic questions of scientific inquiry, yet most students have had little 
experience with this type of writing or even this kind of thinking Few 
have thought about what kind of graphs are appropriate, as is evidenced 
when their own reports come in with line graphs connecting random 
events or with bar graphs lacking labels. Few have employed subhead- 
ings to help organize a longer expository paper. 

Several more pitfalls often become evident when students reach the 
editing stages of their reports. If the teacher anticipates these problems 
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aiKl provides an editing i^nnlc (a (jiiit k diet klist ol coniinoii problems), 
iiiaiiv ol these pitfalls can he iiiicoveret! when students hring the rough 
(IralLs ol their papers to class fbi their peers to read. Readers from 
each student's own research group and from other groups should read 
the papers anri add critical connnents. Sometimes the conuncnts reveal 
that students have locused their attention on their own actions rather 
than on their subjects' reaciions. As Morris notes, we know that a dog 
marks territorv hv urination, not hecaiise it urinates arouud i^ie yard, 
but because other dogs res])ect these markers il the territory holder is 
in the vard. Students must also shift their locus to the subjects they 
observed. Fhey must also be thorough in their presentation of results 
and coiicliisioiis. lu the conchision section of one report, the student 
nierelv noted that he and his partner "went in the student lounge 
afterwards and discussed the results," but he failed to reali/e that he 
should report their conclusions to the reader. Often students fail to 
maintain an objective voice about personal experiences ("Bingo, I 
thought, did hecver work well into the experiment!"). Another common 
problem with the linal report is that the students collect more infor- 
mation than they can account lor, so often their accounts arc not as 
linear nor disciissions as succinct as those by a more accoinplislied 
wriier Or students mistakenly put information under the wrong 
subheadings. 

One variation ol the project that we have used is to lune the members 
of each group work together to prepare and present the proposal and 
linal report orally to the whole class. Uiitortiniately, the proposals are 
often rather dry and do not elicit many helpful conunenis from the 
class. However, the linal reports are excellent, fueled by the enthusiastic 
anecdotes of real-life reseairh (usually detailing how the procedure 
went wrong when a subject did something unexpected), and spark 
many interested questions from classmates- One group even brouglit 
in a video cassette l ecorder to show a videotape of its experiment with 
subjects' responses to a poll. Oral presentations add one more skill to 
a complex range of skills covered in the project. 

Overall Assessment 

All in all, we find that this project leads to a successful wiiting 
experience for our students. They perceive the assignment as practical 
and useful for their futures. It brings their expert, if previously 
subconscious, knowledge of human behavior to bear on the topic and 
improves their skills in examining their own thinking and writing, along 
with that of their peers, through the use of model papers and editing 
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groups ihiiiiiK sia^rs ol lur wiiiin.t; protrss. lo sue ( cssfnllv (oiii- 
plflf llu'niiiicassii^riiinnil. siuilcinsiiiusl iisr iliiic' iikhK soI iliou.i^lil— 
ivllrction. analysis, and arirnmcniaiion. piojni (onihinrs ilic 

iiadiiional approac h ol wriiin^r ahom iradin^r wiili moiv rxpmcmiiil 
lunnisiiis. I lioujrii this pn)jcn involves icniilii •* < \pn ininiiaiion. 
Knglisli iraduTs have rhr iraniMi.i; anil expnicnn- with rhcioiK jl lo^ii 
to undfisiand and aniii ipair \hv major piilalls that \ studnH will lac i\ 
riia! ihis wriiintr projci ! !ca( lies snidmis lo think and nijrai^cs Uinn 
in \hv wriiinir pnucss is shown hv ilir lar^c nmnhcr (up to uvo-thirds 
«)l a I lass) who i hoosr lo rewrite ihcir rc|>ons at the end ol ilir srnicsicr 
fi)i anoiha Kradc. Vhvsv rcwrinni papers arc clrarlv superior u> \Uv 
fust clloris in thai die hvpoihrsrs and dismssions more romplcidv and 
( Ifarlv aitomif lor the daia. OInioiislv. the stndniis i oiuinnr to tonicm- 
platc Morris's ideas and ihcir c\pcrinicnis lor sonic liinr. As one si iidnii 
innarkcd. Morris's ideas on icrriiorial behavior arc so simple. Inii he 
never though! ahom dicni helore. Now he lan'i help laii smile as he 
iiotiics where his fellow riders stand in an cIcvaiDr. 

Note 

1^ l lie authors are willinjr u, sh;,M. \v^^ umkM p^ipcrs with iiiicrcs!i d 
te;ii lu i s. Seiul a stamped, sell-atldiessed envelope to the ;iulliors in ( are of the 
Depariinent ol Kii^Iisli. \Vaslnnj;ton Siiiie I niversitv. Pnlliiuni. \VA KMiYl. 
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A Tool for Teaching 

Straight Thinking 
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A good many approaches to leachinu; straight thinking through writing 
seem to involve iairly long units of discourse — the paragraph, the essay, 
the research paper. This emphasis on extended discourse is understand- 
ahle in that full-blown argumentation, analysis, synthesis, and evalua- 
tion are processes which need to unibld and which require extended 
development. Nevertheless, students also can make significant strides 
in learning critical thinking kills through a much shorter and more 
manageable unit oi* discourse: the sentence. Here I speak not oi the 
isolated dummy sentence, but oi the sentence which, as James MolTett 
and Betty Jane Wagner explain, is a complete di.scourse by virtue of itn 
conveying a purposeful message irom writer to reader (Mofiett and 
Wagner 1988, 8-13, !^65-7()). As long as a sentence is this kind oi a 
whole unto itself , it is an effective instructional unit, and teachers at all 
levels can use it as one tool for teaching straight thinking. 

Five classroom activities w^hich I have adapted from Vincent Ruggi- 
ero, Ludwig Wittgenstein, Oeorge Barr, and, primarily, Moffctt and 
Wagner can activate students' thinking. The sequence of activities 
outlined below is designed to move students from concrete, low-level 
thinking toward abstract, high-level thinking as espou.sed by Benjamin 
Bloom in his taxonomy of educational objectixes. Directions are given 
in abbreviated fashion; teachers can adjust the procedure and content 
of each ;jciivity to accommodate their students' abilities. At all times, 
though, students must strive to write sentences which are complete 
discourses — a writers purposeful me.s.sage to a reader — rather than 
isolated **exercise*' sentences with no context. 

You See What? 

In an activity that helps students recognize alternative perspectives,' 
the instructor uses an overhead projector to display the illustrations 
shown in Figures 1, 2, and 3. Each illustration appears for fifteen 
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seconds; then .students write one-seiMente explanatknis of what t!;ey 
see in xho illustration. The class (lel)ates, discusses, and revises the 
explanations, and students usually reach a consensus alxmt the p(>ssil)le 
ways of percci\ ing each illustration. 

Refining Dichotomous Thinking 

This activity helps students learn to detect dichotomous thinking and 
to qualify and refine these thoughts.- Working individually or in groups, 
.students examine one-sentence yes-or-no statenienis. When they are 
familiar with the mutually exchisive nature of these statements, they 
write their own one-sentence dichotomous statements and follow cues 
(such as whnif or ivliyf) to prepare c|ualified statements. 

For example, one class wrote the following dichotomous statement: 
**W^e sixth graders should he allowed to chew gum." I h rough classroom 
discussion, the students cjualified this statement: 

We sixdi graders should he allowed to chew gum whenever we are 
doing seat work. (Wlwnf) 

Sixth graders should be allowed to chew gum in the lii)rary, the 
halls, the hathroom, the cafeteria, and outside. (W'linc?) 
C.hewmg gum lets us sixth graders relax and helps us think while 
we study. (W/iyf) 

Chewing gum in class can i:)other your friends Just like whispering 
and talking do. (Why not?) 

Writing Formal Definitions 

As students write one-sentence definitions, ihey classif y pertinent infor- 
mation and ideas about a term (either a concrete oi)jeci or an abstract 
concept). Students meet in small groups to discu.ss pos.sible definitions 
of three to five terms. Then students work independently to write a 
one-sentence formal defmition of each term in which they classify the 
term and list distinguishing elements or features. Students di.scuss the 
definitions within their groups and by consensus arrive at a group 
definition. 

One group of seventh graders was to define the term nfirc brad. First 
students came up with the.se individual dcfinitio>^s: 

A wire brad is a small, thin nail with a fiat head. 
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A wire brad is a skinny ta( k used for light carpentry work. 

A wire brad is about an iiu h-long nail widi a Mat head and a thin 
shaft. 

The group discussed th- Midividual definitions and incorporated ele- 
ments of each in the consensus defniition: "A wire brad is a thin, flat- 
headed metal nail between a half inch and one inch long, which is used 
to secure light wood joints or to attach small accessories to wood." 

Writing Aphorisms 

By writing apliorisn^s. studenis learn to perceive the relationship 
between the specific and the general and learn to qualify such slate- 
ments." Students listen to an aphorism or adage, and then each student, 
m one sentence, interprets, supports, or ref utes the aphorism according 
to his oi her experience. For example, the aphorism "He who hesitates 
IS lost" was intcrpieted by one student to mean * lf\ou react to situations 
too deliberately, you will often find yourself at a (lisadvantagc." 

Next students write theii (^wn aphorisms and a one-sentence sup- 
porting statement. These are read aloud, and classmates suggest revi- 
sion. One third grader's aphorism. "Brothers and sisters are natural 
enemies.'' was supported with the statement "All the brothers and 
sisters I know of at school and at Sunday school are always fightinij 
with each othc. ." 



Making Value Judgments 

This activity has students exercise the progressively complex thought 
processes of listing, comparing, and evaluation.^ Students begin by 
describing three pleasant personal experiences. For example, one eighth 
grader wrote the following: 

Last weekend my dad and I went skiing. 

I enjoyed the picnic at Foster's house Wednesday evenijig. 

Helping serve soup at the rescue mission on Easter morning made 
me feel good. 

Next students write a one-sentence comparative or conti astive statement 
about two of the items on the first list. 'Fhe student above wrote. 
"Helpmg serve soup at the rescue mission gave me a better feeling than 
attending Foster's picnic did." Students then write a one-sentence value 
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judgment about each item on the first list. The eighth grader wrote 
the following: 

(ioing on a weekend skiing trip with your dad is an excellent way 
to keep the lines of communication open between you and him. 
The food at Foster's picnic was good, but the punch tasted awf ul. 
Working at the rescue mission is the most (Christian ac t one can 
do at Faster tinie. 

Notes 

1. See Riiggieio (1984, 9(>-"I()3) for a detailed discussion of aheriiaiive 
perspectives. 

2. This aciiviiy is adapted from Moffeit and Wagner (1983, 94). 

3. See M(;ffeii and Wagner (1983, 367-^)8) for a variation of this activity 
and ibr othci suggestions about aphorisms. 

4. See Moffcit and Wagner (1983, 378) for a variation of this artiviiy. 
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Educators would certainly ^ jrree with substituting the word studenLs for 
yuan in Sir Joshua Reynolds s statement that 'Hhere is no expedient to 
which a man will not resort to avoid the real labor of thinking." Making 
students think — really think, instead of imitating or simply repeating 
information— is never easy, but with well -chosen exercises, it is possible 
to encourage the labor of thinking. For my freshman composition 
classes. I have designed four exercises that require students to concen- 
trate and to use reasoning. In order to succeed in the as.signments, 
students must use their heads; there is no easy answer or easy way out. 
I present the exercises as progressive, starting with basic reasoning and 
moving to much more complex reasoning and use of the imagination, 
but each unit could be used independently. The assignments range 
from the mundane to the sublime: the first requires students to 
punctuate difficult passages in order to make sense out of them; the 
second asks students to read closely and to use basic reasoning to solve 
short mysteries; the third calls for students to write an argument based 
upon close reading and problem solving; and the fourth allows students 
to use their imaginations to create the ending for an unfinished story 
by Mark Twain. 

Assignment I: Making Sense out of Apparent Nonsense 

In the first set of exercises, the students are given passages without 
punctuation and are asked to punctuate the sentences so that they make 
sense. Henry James and Shakespeare are particularly rich sources of 
complicated sentences, but nearly any complex sentence will work. Since 
the first two passages are real bramteasers, it is best to do them in class, 
allowing a set amount of time (thirty minutes will usually do), so that 
the teacher can judge the students' level of frustration and offer 
encouragement. Students often declare that they see no way to make 
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sense of the sentences, but if you guarantee that the\ do make sense 
and that each student possesses the knowledge of punctuation needed 
to make sense of them, students will plod on. Fhe result usually 
surprises students. They learn that they really do know more about 
pimctuatioM than they will usually udmit. and they also lea.n the 
importance of , as well as the reason behind, our sometimes bewildering 
little marks of punctuation. 1 hand out the following quotations to the 
students and Liter display the answer key with the overhead pr()jectoi. 

I'lie Importance of the Mundane; or, 
'*I never knew a conuna could mean so much" 

Fiuictuatc the following passages so that they makv r»ense. 
Kxaniples A, /i, and C are more than one sentence; thus, you will 
need to add internal marks (conunas, semicolons, colons, dashes) 
as well as end marks (periods, question marks, or exclamation 
marks) and appropriate capitalization. Kxample D is only one 
sentence; thus, only internal marks are needed. Also, in B and D 
you may need to add inieriial quotation marks. 

.\. That that is is that that is not is not that that is not is not 
that that is that that is is not that that is not is not that it it 
is. (Ravenel 1959, 143) 

B. John while James had had had had had had had had had 
had had a better ef fect on the teacher. (Fixx 1972, 29) 

C. \Vh\ if thou nc\er wast [were] at court thou never sawest 
[saw] good manners if thou never sawest good manners then 
thy manners must be wicked and wickedness is sin and sin 
is damnation thou are in a parlous state shepherd. (William 
Shakespeare, As You Lik' It, Act 3, Scene 2, lines 40-44) 

I). He had come putting the thing pompously to look at his 
property which he had thus for a third of a century not been 
within four thousand miles of or expressing it less sordidly 
he had yielded to the humour of seeing again his house on 
the JoHy corner as he usually and quite fondly described it 
the one in which he had first seen the light in which various 
members of his family had lived jnd had died in which the 
holidays of his overschoolcd boyhood had been passed and 
the few social flowers of his chilled adolescence gathered and 
which alienated then for so long a period had through the 
siiccessi\(* deaths of his two brothers and the termination of 
old arrangements come wholly into his hands. (Henry James, 
** rhe Jolly C.orner," in James WOf), 194—95) 
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Answer Key for " l lic linportantc of the Miiiidane" 

A, riiat, that is, is. That, that is not, is not. That, that is not, is 
not that tliat is. That, that is, is not that, that is not. Is not 
that it? h is. 

B. John, while [anics had had *'had;* had had "had had." "Had 
had" had had a hetter ef fec t on the teat hen 

\Vh\; if thou never wast at court, thou never sawest good 
nuuHiers; if thou never sawest good manners, then thv 
nianners must he wicked; and wickedjie.ss sin, and sin is 
damnation. Thou ar: in a parlous state, shepherd. 
IX He had come — putting the thing pompously — to look at his 
"property/* which he had thus for a third of a century not 
heen within four tiiousand miles of; or. expressing it less 
sordidly, he had yielded to the humour of seeing again fii.s 
house on the Jolly corner as he usually, and quite fondiv, 
de.scrihed it— the one in which he had first .seen the light, in 
which various memhers of'liis family had lived and had died, 
in which the holidays of his overschooled b<>yhood had heen 
passed and the few social flowers of his chiiled adolescence 
gathered, and which, alienated then for so long a perio<f, 
had. through the successive deaths of his two hrothers and 
the termination of old arrangements, come wholly into his 
hands. 

h is important to allow time to di.scuss how the students decided on 
which punctuation mark to use mcI where to place it. What emerges 
from the discussion is the students* realization that ihev do know 
something about "correct'* or, more accurately, "effective" punctuation 
and about the positions of subjects, verbs, and objects. When I produce 
the answ:r key, I poiiw out that although the marks in examples C and 
D are the ones u.sed by Shakespeare and James or their editors, other 
marks would work as well. The point is to make the passage make sense 
to the average reader, and whatever marks accomplish that are perfectiv 
acceptable. 

Assignment II: Solving the Mystery 

For many students, this unit is the most fun. Students are given a 
ratiocinative tale with the solution omitted and are asked to si;pply the 
solution. Any standard mystery writer would prohiihiy do; the key is to 
keep the selection short (no nunx than ten pages). I use selections f rom 



49 



42 



(Composition 4r/n *ifirs 



Ki k R. Kiiinict's Brain Puzzln s Dcliij^ht or I k mi Donald Sobol's Kiicyc lo- 
pcdia Brown scries of mysteries lor youiij^ readers. Whether I use 
Knimet or Sobol depends upon the makeup ol my class. Really sharp 
students or perhaps those who are quite "serious" or "sophistkatecr' 
may be insulted by mystery stories <lesigned for young people. 

The Kmniet selections require muc h more time and effort than the 
Sobol mysteries, but they certainly teach the fundamentals ol reading 
caref ully, concentrating on a problem, and mapping out ideas in some 
ordered way Two of the best selections for classroom use are "Who 
Killed Popoff?" and "The Poison Spreads." To solve 'Topof f'." the 
students are required to establish syllogisms and to determine which 
statements are false and which are true. "Poison" requires diagrams 
and grids or some kind of chart to separate and i)rganize the 
information. 

The Encyclopedia Brown mysteries are much less elaborate, but they, 
too, require close reading and close attention to details. T ley are much 
less likely to frustrate the slower student. Solving the mystery usually 
depends upon recoo;nizing some mistake in the culprit's version of how 
something happened. For instance, in " i he C^ase of the Iwo-Dollar 
Bill," the crook claims to have placed the stolen two-dollar bill l^etween 
pages 157 and 158 of a gray book, which would be impossible since 
these would always be the recto and verso sides of the same page. In 
"The Case of Bugs*s Kidnapping," the supposedly kidnapped Bugs 
says that he could have escaped, but the door hinges were on the other 
side cf the door; when Bugs claims to have been knocked down by the 
same door as the supposed kidnapper came into the room. Encyclo- 
pedia Brown recognizes that Bugs must be lying since doors open 
toward their hinges. 

I give the students the passage with brief instructions, a time limit 
of thirty minutes or so, and a heading such as "Who did it? Or do you 
really expect me to figure this out?" Few of the students can solve the 
mystery in the time limit, but the purpose of the exercise is to discern 
the method o^ :s;ution as much as to find the solution. If , however, the 
students insist on solving the whole puzzle on their own, I let them take 
the passage home and give them the solution at the next class meeting. 

Assignment III: Writing an Argumentative Essay 

This assignment centers upon Faulkners "A Rose for Emily" and 
concludes with students writing an ar^rjumentative essay on this short 
story. Students must read the story very carefully, paying close attention 
to details and using their ratiocinative skills from the previous exercise 
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U) complete a chronology of the events in Kniilv's life. Since even 
Faulkner scholars argue about the exact dales in the story,' we cannot 
expect our students to conic up with a definitive answer; however, I 
have found that some of my students have established very sound 
arguments for their chronologies. 

After students have read the story and we have discussed it in class, 
I give them the following handout: 

Another Mystery— Why Did Emily Kill Homer? 
On the chart provided below, fill in the requested information. 
Obviously, **A Rose for Emily'' is not told in chronological order, 
but Faulkner gives you numerous clues as to the important events 
in Emily Grierson's life. Your first task is to figure out the 
chronological order of the events which reveal Emil/s upbringing 
and patterns of action. Once you have decided upon the important 
dates, fill in the chart below. Unless you are a master sleuth or 
genius, you will need to work on scratch paper until you have the 
chronology set. 

Section Event Sigtiificance 



The chart that I give to students covers the rest of the handout page. 
I require that they use the chart so that all students present the 
information in the same form. 

I allot forty-five minutes in class for the students to work on the 
assignment and then ask them to finish it at home, warning that they 
are to do their own work. I stress to students that they should do their 
best and that they should pay close attention to each detail as they 
determine the chronology of events in Emily's life. 

At the next class meeting, we go over the chronology, and I ask a few 
students to explain how they decided upon the dates of events. After 
about thirty minutes, I give the students the second part of the 
assignment: 

Why Did Emily Kill Homer?~Part II 

Now that you have a chronology of the important events in 
Emily's life, you know a lot about hen Write an argumentative 
essay explaining why you think Emily killed Homer If you want 
to argue that Emily is insane, you must present evidence. It is not 
sufficient simply to say, "Emily killed Homer because she is crazy; 
anyone who would do what she did would have to be." Think of 
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yourself as an attorney anenipiini^ lo (onviiuc a jury iliai your 
( licnt is insane. Vsc ilie evenis thai you isolated to support your 
arj^unieni. 

If vou do not have enough to think about, here is a (]uotation 
from Robert Browning's poem "Forphvi ia's Lover," in which nou 
miiihi see .some similariiv to F.niilv's ac tion. II \()u do not see anv 
relationship, just lake ii as another of my attempts to broaden 
your hori/ons and go read the rest of the poem in vour "spare" 
:ime. 

at last I knew 
i'orphvtia worshipped me: snr|)ii.sc 

Made niv heart swell, and still it i^iew 

While I debated what to do. 
That nionient she was mine, mine, lair, 

IVrlec tly pui e and good: I loimd 
A thing to do, and all hei hair 

In one long yellow string I utHind 

Three times her little diioai around. 
And strangled her. 

So nuK h for edification. Vour essay is due one week f rom today. 
Ijjrn in your chronology and a brief explanation of how you 
sorted out the dales with your paper. 

Assignment IV — Creating an Ending 

In this firal assignment, the students should be able to use all of the 
skills pi a el iced in the previous exercises and have fun. First, I have 
them I ead Mai k Twain's *'A Medieval Romance," a sj)oor of mediexal 
romances with an elaborate, progressively eiitaiigliiig plot. Iwain ends 
the tale as follows: 

The remainder of this thrilling and cvenlfnl story will NOT i)e 
found in diis or any oilier publication, either now or at any iitture 
time. 

The truth is, I have got my hero (or heroine) into such a 
particularly close place that I do not see how I am ever going to 
get him (or her) out oi it again, and ihcreloie I will wash niy hands 
of the whole business, and leave tiiat person to gel out the besl way 
lhat offers — or else stay there. I thought ii was going to Ix* easy 
enough to straighten out that little difficulty, but it looks dif ferent 
now. (2:i2) 

After the students have read the story» I hand out the following 
assigjimcnt: 
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Voii Mean i'luu i (iet to Be Hvain for a Dav? 

Reread *'A Medieval Romance" very (areliilly. noting the relation- 
ships of the characters and their motives, and also paying careful 
attention to Iwain's tone. Now. write an ending lor the storv. 
Attempt to capture 'I\vain*s tone and be sure that your conclusion 
follows logically f rom the rest of" the story. Let your imaginations 
go. Is there a way to get the characiers out of their predicament 
to produce the happy ending that such a story dictates? How 
might that he accomplished? Assume Iwain's persona and pretend 
that you have decided to go back and write an ending for his 
unfinished talc, for as Aristotle emphasized, we must have a 
"completed action." 

I first tried this assignment with high school students and was 
surprised at how well they did. My college students have also done well, 
ama/ing themselves with their own creativity and often feeling rather 
smug that they solved a problem that Iwain claimed to have lound 
in solvable. 

I he goal of all of the assignments is to move the students bevond 
what Kmerson labeled "thinking man" to the higher level of "man 
thinking," that is. to have students actively engaged in using their 
minds. The assignments force students to read closely, approach a 
problem f rom their existing knowledge, and work at the problem until 
they solve it or at least until they work out a plan for solving it. just 
knowing how to attack a problem demonstrates reasoning abilitv and 
is an important skill. By die end of the semester, the students sliould 
recogni/e that problem-solving skills can be applied to something as 
mundane as how to punctUu^'e a sentence and as sublime as creating 
their own fiction. They certainlv learn that "real" thinking is labor anil 
that nothing will take its place. 

Note 

I. Although my own chronology does not agree with thai proposed hy 
Cleamh Brooks (1978, 382-84). his discussion of prohlenis encountered by 
( liionologies that place Kmily's death in the mOs and his presentation of his 
own ( hronolog)' warrant attention by anyone working witli the story 
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In his essay "Ttachiiig the Other Self: The Writer's First Reader" 
Donald Murray (1982) describes the kind of critical thinking which 
goes on during the act of writing 

as a conversation between two wrknien imittering lo cacli other at 
the workbench. I he self speaks, the other self listcns and responds. 
1 he self proposes, the other self" considers. The self makes, the 
other selfe\aluates. The two selves collaborate: a problem is spotted, 
discussed, defined: solutions are proposed, it-jeried, sueifcsted 
:iitciiipted. tested, discarded, accepted. {165) 

In tlie teaching of writing to college freshmen, we constantly tr\ to 
stimulate this kind of inner dialogue with a variety of methods. We 
w rite questions on the margins of student papers to challenge students 
to rethink; m conferences we try to engage them in critical discussions 
over their papers; and some of us may even employ computers to engage 
the searching writer in a dialogue with a simulated inlcrlocutor whose 
questions are designed to lead the >vriter to a closer definiiion of his or 
her topic. All these methods, however, have one thing in common: they 
try to stimulate a dialogue within one student's mind by simulating this 
mternal discussion with an external dialogue between two minds. We 
hope that the student writer will somehov. internalize this external 
dialogue and will learn to raise and consider these critif al questions 

Murray suggests that rather than acting as the second 'workman" 
and thus doing a crucial part of the work for the student, writing 
teachers should have faith in students' capacity to think critically and 
should use the conference to listen as students criticize their own writing 
and thus instruct themselves to make changes. This kind of tonftrcnce 
IS intended to give writers confidence in their ability to recognize aii(« 
solve problems, .so that they become more independent of their critical 
advisor The teacher should ask questions only if students have nothing 
to say about their own writing, and then only questions about the 
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\vi itiiii«[ j)r<)( css. questions wliicli tanse sludciits to i niiciulHT ilic con- 
scious decisions tlicy made l)ase(l on independent critical tliinkinju. 

Murray's conferences are desi^^ned to nurune writers' caj)acitv for 
critical tliinkiuii[. init they do not seem to allow for intervention if 
students are making "unwise" decisions ai)ont their writing or if their 
critical thinking is illo^^ical. What I am j)roj)Osini«[ is a wav of usiuj^ 
j)r(>tocol analysis, not as a reseaich method i)ut as a teachinji^ inediod 
which, like Murray's conferences, makes writers aware of i heir critical 
capacity and which also allows students to trace and analyze lioxv they 
think and comj)ose. 

A Log of Questions Encountered during Writing 

Since writing obhterates most of its own traces, we can usually follow 
the growth of a text only through the succession of its drafts. Vet ail 
the drafts reveal are the sohnions to proi)lems. the answers to tjuestions 
that were raised before the drafting or redrafting. lb oi)tain a more 
complete record, I asked students in my writing workshoj) and some <{f 
mv colleagues to keep a running account of the j)roi)lems — sui)stantive. 
rhetorical, or editorial — which they encountered in the course of com- 
posing. I also kept an account. lb facilitate notation, these j)rohlenis 
were recorded in cpiestion form. Since drafting involve.s changing. I 
also asked these writers to reconstruct the (juestions and concerns that 
arose during the drafting, whether or not the writers acted on them. 
Although these reconstructed protocols cannot jmn ide a record of the 
composing process in the manner of Flower and Hayes's tajx^-recorded 
protocols, they do reflect writers' con.scious choices, the logic underlying 
their decisions, and many of their false starts. 

This composing record is at tually a map of a writer's Journey toward 
the final draft, consisting of a question log which records the writer's 
ef fort to define the writing task (depending on the task, this may involve 
identifying one's audience, finding the subject, the toj)ic. an angle, an 
approach, etc.), the first draft with its preliminary answers and solu- 
tions, a reconstn aed log of the questions that arose during the 
drafting, and in some cases more logs which recoid subse(|uent levi- 
sions. In other words, the writer is holding in hand the tangible evidence 
of his or her critical thinking, of the many inner dialogues that resulted 
in the production of the text. 

A Log of Questions Encountered Prior to Writing 

Being aware of one's capacity to think critically, however, is not enough. 
Student writers can benefit also from knowing how they think and 
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compose and froni rcvicwiiitr and cvaluatin^tr Micii own stratc^ncs. The 
record left in the form of cjiicstion lot,rs and drafis gives die studei.is 
and instructor the opportunity to "diagnose" these strategies, 

I he task that I assigned to my students was to examine a hst of some 
three hundred huniper stic ker slogans, which they had helped to collect 
over several weeks, and to make ohservaiions ahoui bumper sti( kcrs as 
a social phenomenon. In response, Carol generated a list of tweiitv- 
four cjuestions, which hegan with these six: 

1. What am I going to write about? 

2. Do the bumper stickers compare? 
Do they contrast? 

4. Should I write niy paper on comparison/contrast? 

5. Or why people put bumper stickers on their cars? 

(). Are people serious when they put a particular slicker on their 
ear? 

Carol's first concern was with the content of her futuie |)a|)ei, but 
innnediaiely she became preoccupied with its form and structuie. She 
was envisioning a paper in the comparison and contrast mode without 
yet knowing what to compare or for which purpose. Fhen Carol must 
have sensed that this approach was a dead end, for in her fifth cjue.stion 
she turned to the materi il, the bumper sticker slogans, and proposed 
enquiring into people's motives for displaying bumper stickers. In her 
following nine questions Carol explored several other related axenues— 
why some people do not display bumper stickers on their cars; whether 
she herself would put one on her car; if so, which one and why— but in 
question sixteen she returned to her earlier concern with motives and 
continued to explore along this line: 

17. Where do I start? 

18. Are there different groups of bumper stickers? 

19. Do dif feient groups of people put the same bumper stickers on 
their cars? 

20. What aie the dif ferent groups? 

This line of enquiry shows that Carol was trying to bring order to 
the material by categorizing bumper stickers according to the types of 
people who display them. In her first draft of the pper these "types 
of people'' were identified as those who are "proud" (of their native 
state, bar, school, hobby, job, etc.), those who are "angry" (at Yankees, 
at antiabortionists, at tailgaters, etc.), and those who have "a good sense 
of humor" because their bumper stickers are just meant to make one 
laugh. 
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"lb cnal)le Ciarol to learn from licr own protocol, at this stage the 
teacher needs to point out ClaroPs successf ul decisions: to aI)andon the 
mode app^>ac^ and to cc^ntinue her search for a \ iahle approach. lo 
know what she has done will give C^arol confidence in her decisions and 
intuitions. However, the log can also indicate iier deficiencies, in this 
case C^aroPs decision to classify the people rather than tlie I)uniper 
stickers, which led her inevitably into stereotyping on the i)asis of 
inferences. The instructor can show C^arol where her critical thinking 
went awry, where her inner dialogue i)roke of f and she simply accepted 
this way of classifying without challenging it. The role of the teacher 
during this diagnosis is not to point out alternatives or to of fer ready- 
made solutions, i)ut to reengage the writer in that inner dialogue in 
which his or her own solutions are "proposed, rejected, suggested, 
attempted, tested, discarded, accepted." 

C^aroPs question log is not the only one to reveal such preoccupation 
with form. Christine, although not envisioning a final product in a 
certain mode, seemed to approacii the task with a rigid strategy of 
what is important in a paper: 

1. What effect would I get if I opened my paper discussing bumper 
stickers in general and all the dif ferent kinds, giving examples? 

2. Would this be too broad? Should I be more specific? 

3. Maybe this would i)e too i)oring to the reader? 

4. What type of audience would I write for? 

5. Should I try to i)e i)road enough for a variety of readers or should 
I get specific and center my paper on a specific group of people? 

6. What about taking a specific type of* bumper stickers like the "I 
^ . . stickers and developing a paper f rom those? 

7. Would that give me enough to write ai)out? 

8. What about writing about the purpose of ijumpev stickers? 

9. Would this be interesting? 

10. Where could I find information? 

Christine seemed to be working from a checklist of "rules about 
good writing." She had learned that the opening paragraph is crucial 
in captivating the reader's attention, that moving from the general to 
the specific is an acceptable structure for the paragraph, that there is 
danger in being too general in one's treatment of the topic, and that 
one should tailor the topic to the audience. Like Carol, Christine was 
worrying about how to present her observations before slie had even 
made any, but unlike Carol, she continued this dead-end approach until 
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she became f rustrated and demanded a clearer definition of the assign- 
ment. Since C:hristine needed to unlearn those rules about good 
writing, at this point the instructor should "unteach" C:hristine by using 
the log to show her exactly what she has been doing, i.e., worrying 
unnecessarily about questions that may become relevant once she begins 
to write and maybe not even then. And for encouragement, Christine 
also needs to learn that she has touched on something much more 
relevant in questions six and eight, and that she should continue to 
examine the material and rely on her own observations because she 
probably would not find any information about bumper stickers in 
outside sources. 

Since C:hristine's question log revealed that she had once learned 
some hints for analyzing or revising, I was curious to see what her 
revised drafts and their corresponding question logs would look like. 
The question log prepared after her first draft of the paper contained 
only four questions, three that proposed including more examples of 
bumper stickers and one that asked about the appropriateness of 
beginning with a rhetorical question. The third question log recorded 
the changes made as Christine wrote her second draft. In it she debated 
whether to adopt that rhetorical question as her title and to repeat the 
question at the end as a concluding sentence. But apart from these two 
questions involving sentences, Christine's major concerns were editorial: 
spelling, punctuation, and frequent stylistic changes on the word or 
phrase level. Most of the students' revision logs showed that they 
understood revising as editing, which supports the observations by 
Nancy Sommers (1980, 383) and by Lester Faigley and Stephen Witte 
that inexperienced writers "tend to revise locally ignoring the situational 
constraints" (I98I, 411). 

lo encourage one more attempt at revision, we sometimes have 
students rewrite their papers from a different point of view (perhaps 
as seen with the eyes of a Martian) or for a different audience, but 
these changes affect the situational constraints and create a different 
writing task. Instead, the writer needs to learn to interact once more 
with the task and the text at hand and needs to learn to experiment. 
To encourage global revision, the question log can now serve as a kind 
of revision heuristic, as an invitation to experiment with the text through 
such questions as "Why did I decide on this order? Did I have a reason? 
What if I had done such and such?" But to learn how to experiment 
and to determine what questions to ask, the student writer needs 
to watch more experienced writers at work. The student needs to see not 
only the finished products of these writers or even their drafts, but also 
the routes by which they traveled. I he instrucK;.. in other words, should 
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share liis or licr own dnifls and cuicslioii logs so lliat sUidciil wrilcrs 
am trace and analyze I he instrut ior s c riiical ihinking. 
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One of the most frequent applications of critical thinking is critical 
listening. Studies show that college students spend 70 percent of their 
waking day communicating; 14 percent of that time is spent writing, 17 
percent reading, 16 percent speaking, and 53 percent listening (Barker 
et al. 1980). A large part of our listening time requires evaluation. 
Decisions concerning what to buy, for whom to vote, and what to do 
with our time are just a few of the situations in which an oral message 
must be critically evaluated and an appropriate verbal or behavioral 
response determined. 

High school and college students, who are frequent targets of 
persuasive techniques, are also inexperienced at making adult deci- 
sions. Cognitively they are moving from concrete to abstract thought 
and thus are increasingly able to see implications, understand hypo- 
thetical situations, and view issues as multifaceted. A unit on critical 
listening at this stage of development could be essential to developinL^ 
cognitive complexity. 

Effective critical listening requires students to begin by evaluating 
the speaker or soui e of the message. Three considerations determine 
the judgment made about a speaker: credibility, purpose, and hia.s. 
l^he following activities can be used to teach these three concepts in 
the high school or college classroom. 

Determining Speaker Credibility 

Speaker credibility is determined by five components: competence, 
character, intent, dynamism, and likeahility (Baird I98I). Alter siudems 
dehne and oiscuss these concepts, give them a list of names such as the 
one below. You might want to include people currently in the news and 
local figures. 
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Sf>eokitffr o}tfl ijstntiuf^ Activities 



How do you view the following people as speakers? Mark each 
name favorable ( + ), neutral (y), or unfavorable (-) in each of 
the five components of cicdihility. 

Coviprtrurr Clumicter lutvut Dyumnism Likmhility 

Ronald Reagan 
jininiy Connors 
Ann Landers 
Joan (lolliiis 
Robert Redford 
Diana Ross 
Billy (irahani 
Dan Rather 

After the form is coniplettn:!, ask students to indicate how they lated 
these people on each of the five coniponeiits. Kxplore why one person 
is seen as likeable and another not. The lack of agieenieiit on judging 
competence will make it clear to students that the evaluation of a 
speaker's coinj>etence is peisoiial. When discussing competence, ask 
students to list the topics on which each of the people listed would be 
competent. Discuss the halo effect used in advertising which results in 
football plavers selling panty hose and actors selling cof fee. 

The final idea re(|uiriiig elaboration is the effect the laliiig of 
conipetency would have on listening to a speaker's ideas. Students should 
learn f lom this lesson that they should critically examine each source 
of information and that this examination should play a lole in their 
acceptance or reject ion of the speaker's message. 

Determining the Speaker's Purpose 

Of fer studeiit.s practice in deteriiiiiiing the purpose, whether stated or 
implied* of a message. Point out that speakeis sometimes state the 
purpose clearly in a thesis statement early in the message, or they may 
use an inductive appioach which states the purpose in the conclusion* 
or they may never state the purpose. 

The leason someone is speaking is an important fa( tor in evaluating 
a message. A football player who is paid $1()()*()()() to make a commercial 
is motivated by dilferent forces than a f lieiid who tells you a certain 
brand of panty hose is the best. This, in turn, should influence the 
evaluation of the message and your response to it. 
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Read siiidcnts brief passages wliidi exemplify the ilirce siraiegies. 
Three sample paragraphs are reproduced below. 

I. If any of you needed a kidney or oiher vital organ to live, woidd 
you be able to gel one? Would you know where to begin sean hinir 
for iiiforiiuition whic h would lead to obtaining this needed organ!- 
These are (juestioiis many of us have never even considered. 
Vet. each year, in America alone, many people die with kidney 
disease becau.se donated kidneys arc not available. Now wouldn't 
it be nice — no; fantastic — to have a major role in curbing some of 
this tragic and needless dying? You can do just that. Td like to 
show you how today. (Phillip Doughtie. " The G'lii of Life." in 
Adierand Rodman 1985. 3(59-71) 

Here the purpose (to encourage listeners to donate kidnevs) is made 
clear in the speaker's introductory remarks. 

2. "Tm useless until Tve had my morning cup of coffee!" Does that 
line sound f?;niliar? Most people realize that drinking cof fee gives 
them a lift— it alleviates drowsiness and acts as a general pick-me- 
up. These effects are the result of a drug found in cof fee known 
as caffeine; and what most people don't realize when they drink 
that morning cup of coffee is that they are ingesting a drug. 

Yes, caffeine is a powerful stimulant, found not only in coffee, 
but also in tea, chocolate, soft drinks, and a number of over-the- 
counter drugs, including wake-up tablets, diet pills, and headache 
and cold remedies. It is one of the most widely consumed mind- 
affecting substances in the world, and the effects of consuming 
too much caffeine are given the name caffeinism. In the past, 
caffeine has been regarded as a minor drug that does no real 
damage. However, accumulating evidence indicates that this belief 
is a misconception and that caffeine can be injurious to our 
health. 

In the next few minutes, Td like to take a closer look at the 
effects of caffeine, at its cc^nsuniption in our society, and at some 
solutions to the caf feine problem. (Christine Murphy. " The Caf- 
feine Concern," in Lucas 1983. 381-84) 

In this speech, the purpo.se is not stated explicitly at the outset but is 
revealed in the speaker's conclusion: "I urge you to assess and monitor 
your caffeine intake. . . 

3, I am happy to join with you today in what will go down in history 
as the greatest demonstration for freedom in the history of our 
nation. 
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Five score years ago, a great American, in whose symbolic 
shadow we stand today, signed the Emancipation Proclamation. 
This momentous decree came as a great beacon light of hope to 
millions of Negro slaves who had been seared in the flames of 
withering injustice. It came as a joyous daybreak to end the long 
night of their captivity. 

But one hundred years later, the Negro still is not free. One 
hundred years later, the life of the Negro is still sadly crippled by 
the manacles of segregation and the chains of discrimination. 
One hundred years later, the Negro lives on a lonely island of 
poverty in the midst of a vast ocean of material prosperity. One 
hundred years later, the Negro is still languished in the corners 
of American society and finds ivinrseif an exile in his own land. 
And so we've come here today to dramatize a shameful condition. 
(Martin Luther King, Jr., **I Have a Dream,'' in Lucas 1983, 373- 

King's purpose is not stated explicitly. He speaks of coming to Wash- 
ington "to dramatize a shameful condition" but does not state the actual 
purpose o''*^''*^ '"Lcech. Most critics agree that the speech was designed 



to iir^ nee. to continue to fight for equal rights. 

Af^ discussed r rief passages like those above, have 

then: ; . ss a longer message, such as a speech from Vital 

Speeche. oi '< om a rollege speech textbook, wh^h will often 

^ ,^ncnts as the the:iis, purpose sentence, mairi ideas, 

suj poj i . terials, etc. ^ passage from a wcrk of literature could 



•ilsobc exan::* from this j^^rspective, using the dialogue to determine 
the speaker's ^ urpo.se. 

Determining Speaker Bias 

A third consideration when listening critically to a speaker is identif ying 
speaker bias. Typical sources of bias include personal experience, 
educational background, position or job, and self-interest. Ask students 
to cite instances where these factors influenced what they said. Then 
give students the following assignment to explore the concept of bias 
from the listener's perspective. 

For each of the fo[.c?wing claims, list a speaker who you feel would 
be biased and one who would be relatively unbiased. 
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Tmching Critical llstniing ^ ^ 

Clam ^''^^'^'^^ 

The Acaclcniy Awaid.s are 
meaningless. 

Vou should have a dental cliec kup 
every year. 

The well-dressed nii-n of today 
wears an earring. 

Michael Jackson has had a greater 
effect on music than did tlic 
Beatles. 

Vbu should smoke pot. 

Iis,en Jl?"^^ ''T ""'Snnien, by discussing with students how they should 

hat a b ased peaker may st.ll be honest and credible, but that the 

Ideas and should verify the message with his or her own experience 
Encourage students to seek out various opinions on a "pfc ,h^^^ 
lessennig the impact of a particular speakers biases. 
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Each One Teach One: 

A Peer Teaching/Learning Unit 



Margaret K. Riiikcl 

Malioiiict-Scynioiir Hi,u[li School. Malioinct. Illinois 



Few junior high or ini(hllc school students would miss an opportunity 
to talk ahout soniclhing they know firsthand. Tew would achnit to lack 
of knowledge ahout some topic. In fact, classroom disc ussion (|Uickly 
points out that all students know how to carry out some pnxess. craft, 
or skill worth talking ahout. riius. an activity-oriented unit hased <)n 
every student teaching another student his or her special skill capitalizes 
on this potential fluency in oral and written form. In addition, the 
unit\ prohleni-solving fiicus depends largely upon ihe logical thinkhig 
skills of selling a goal, narrowing a topic, identif ying and se(iuencing 
steps, selecting and organizing materials, and evaluating results. 

lb prepare for the unit, engage students in a hrainstorniing session, 
listing on the hoard various topics ahout which they feel knowledgeahle 
and conifortahle. Ibpics will range greatly, from guitar playing to 
con.siruciinga vintage car model, from mnemonic devices to computer 
programming. 

Make a copy of this list of topics, perhaps adding a few additional 
skills to the list. Distrihuie a copy to each student the following day and 
ask students to nuniher in order of preference three skills they would 
like to teach aiKt to rank, again in order of preference, three s'ulls they 
might enjoy learning. Use these lists to pair "teachers" with "learners." 
Hach student should he assigned two topics— one to teach and one to 
learn. 

After the topics and the student pairs are determined, give each 
student a lesson-plan handout that includes spaces to he filled in with 
name, date, topic, ohjective. materials, .st^^ps in the process, and evalu- 
ation. Note that the leaching time for each topic will he one class period, 
rhen direct students to think through their individual teaching plans 
following these guidelines; 

Sfef) one. Fill in your name, date, and topic and write your ohjective 
or goal as specilically as possible. For example, for the topic ''How to 
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01 



I'lay tlic (uiiuii;" the ^^oal niigln be "to play llic scale and one simple 
song (HI {he guitar. ' For the topic ''Sign I^nijruage," llie goal niiglii he 
"lo demonstrate the sign language symbol l()reac li letter of the alphabet 
and to sign the \\'on\s you, frirwL and Imr. 

Shf tuHK List the materials that you will use in teaching the lesson: 
paper and peiiciK camera, computer terminal, ma< raine ' ord. (Kach 
student is to (urnish specialty items not available in the /lassroom 
supplies. I'he cost of (ilni (or a camera pr<)je< t, for example*, might be 
shared between "teac her" and "learner.") 

Sicf) (hrrr. (;o through the process or craft that you plan to teach, 
listing and mnnbcring each small step from start to finish. Since this 
is the most detailed and difficult part of the assignment, chec k your 
written steps with the instructor to avoid such direclions as " lake the 
box of cake mix, place in pan, and bake at .^50°." 

Slrpjimt: leach your lesson to the learner who has been paiied with 
you. Vou will have the entire class period to teach the pro< ess or skill. 
On the following day. those who were teachers will shifi roles with the 
learners, and the process is repeated. 

Strp pvr. FAaluate the learners progress in learning your skill or 
piocess by having hin>. or her demonstrate, translate, play, recall, or 
take a (jui/. 

SirpMx, Kvahiate your teaching plan by writing one or more sentenc es 
in response to these cjuestions: 

How (k) you feel about the way the lesson turned out.^ 

Did you reach the objective stated at the beginning of your plan.^ 

How do you know that the learner actually learned the skil!.^ 

Would you change any part of your lesson plan if you were to 
teach this skill again. ^ If so, how? 

In a f un-filled way, students extend their knowledge and understand- 
ing of a subject through leaching and learning. As they leach, they are 
actively involved in explaining the process or craf t, an.sweringc|ucMions, 
correcting eriors, reinforcing appropriate responses, and evaluating 
progress. For iwo weeks of intensive verbal and written skill building 
(minus groan.s), the total effect is decidedly po.siiivc. 
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Teaching Thinking through 
Questioning: 

A Collaborative Classroom Project 



Mary H. Oestereicher 

Brooklyn College, City Uni\ersiiy of New York 

The extensive study of the nation's seventeen year olds conducted by 
the NationaS Assessment of Educational Progress (I98I, 2) suggests key 
problems in reasoning skills: . responses to assessment items requir- 
ing explanations of crHeria, analysis of [a] text or defense of a judgment 
or point of view were in general disappointing." These findings suggest 
that students generally lack many of the abilities which the College 
Entrance Examination Board (1983, 9—10) identifies as necessary rea- 
soning skills for entering college freshmen: 

the ability to identify and formulate problems, as well as the ability 
to propose an ! evaluate ways to solve them 

the ability to recognize and use inductive and deductive reasoning, 
and to recognize fallacies in reasoning 

the ability to draw reasonable conclusions from information found 
in various sources, whether written, spoken, or displayed in tables 
and graphs, and to defend one's conclusions rationally 

the ability to distinguish between fact and opinion 

An important area in the effort to develop student reasoning abilities, 
and one particularly suited to the English classroom, is questioning.' 
This chapter describes a classroom (jue.stioning project that involved 
college freshmen. It shows a method for developing students' critical 
thinking through their involvement in a collaborative proces.s of creat- 
ing, evaluating, and ordering question.s and then pursuing the answers 
through interviews. The reasoning ^*Mlitics especially targeted for 
development here were making judgments and providing vidence in 
defense of one's conclusions. 

In this project, students were instructed to formulate and decide 
collectively upon a set of questions to be asked of upperclassmen 
regarding college life. Each student would subsequently select a junior 
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Teaching Thinking through Qiieslioning 

or senior, ask him or her the questions, reccnl the responses and 
report back to the class. The fcKus of this cl,apter is r da" 

of the dynamics of the whole class and the interests of college freshnKn, 

Studrtf d"'''H'''' ^" ^"^'■'^'^ ("-.ereichS/i p ' 

fnterr, T °' importance to then, and had'^.rea 

mterest m the responses. ^ 



Procedure 



Students determined their list of questions through collective deliber 
a .on^ The .nstructors ,ole was to establish structures for th , ^n n 

P ocesrofd?' r:'"' '^^"'^^'^ 'he deliberations, he 

process of determmmg the l.st of questions involved the f ollow ing steps. 

/. Posing the Problem 

First the class briefly discussed some uf the dif ferences U -ween how 

v^ho b,,is attended the colJcKc for twxj or three y^ars. Then the instructor 
helpci narrow stud.Ms' tl.mking about coHe'ge life by asu'^ Ty u 
w Sid HTV^'^ upperclassman abo:n life at this colfege w t 

J- Crnerating the Qiiestiom 

Each student was paarerl with another <;riiH*>nr ri.^ 
develop a of ^oesuon. abot colC * ha 

discussed ,he lopii, and by ihe end of ihe alkwed lime each am of 
rntr,nT4^^i"' ' "' --i- '^^ 

^. lVn7/H^ /A/" Questions 

■Vh^ next step in this cooperative venture was for one student Iron, 
e^ch pair to wr.te their questions on the chalklx,ard. 

4. Reading and Discmsing the Questions 

At this stage everyone would function as a critical reader of the questions 

review ^.d '1 ^'"^^"^V^'"^ '^'^'"^ 'J""""- ^^^^^ ^^ 
review and reevaluat.on of writing, as Emig (1977) has noted, are 
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SiM'fikiiij; and l.i.stniiiig Aclivitii's 



inipovtant steps in developing ciitical tliinkiiig. l lic students eageily 
turned tlieir attention to such details as woid choice oi punctuation 
whenever anvone wis unable to understand a ciuestion. In those cases, 
feedback from the class helped the writer rephrase the (luestion to 
make it nieaninglul. 

5. Rtvisiiig the (hiestiniis 

I he next task for the group was to revise the set of <iuestions on the 
l)oard and to reduce their number Clearlv no one wanted to ask all 
those questions in their unrevised form. 1 he .students decided thai 
some questions should he eliminated because thev were redundant or 
because they made the scope of the project unmanageable, some .shou d 
be improved for Jaritv, more ciuestions should Ix^ added, and so forth. 
Stucknts supported their suggestions for revision with well-reasoned 
arguments showing 1k*w the revisions would improve the set of ijUv - 
tions. Only si."- sumeiits won the support of the class and t -c 
instructor. Decisn.as regarding both form and content were made. ' ;)i 
example, when two questions were redundant, ihe class had to 
which question should be eliminated by comparing and ( ontrastm^ tlie 
two and then evaluating the iDerit of each. Sometimes student.s gene-r- 
ated a synthesis of the two, improving upon both questions. Also, the 
tone of the questions ranged f rom slang to formal, making it necessary 
for students to determine the purpose and the audience. 1 bus, while 
some students originally had been planning their ciuestions for a 
particular upperdassman, they realized it was now nece.ssary to move 
to a higher level of abstrac lion and to arrive at an imagined respondent 
comiiKJn to the class. 



6. Oidtritig the Qiieslions 

, he questions needed to be arranged in the best order, which meam 
<he class had to decide upon some principles for ordering them. 1 he 
instructor asked what kinds of ciuestions were listed, inviting students 
to categori/e the ciuestions. I he class saw that some (luest ions were 
•superordinate," some "subordinate." I he students determined that 
the questions could be grouped any of three ways: (1) according to 
toi)ic (2) according to those that called for facts and those that called 
for opinions (or, as a variation of the latter, those that called for advice), 
and (3) according to diose that askec' for highly personal information 
f rom the respondent and those thai .s .ed for only relatively impersonal 
information. 
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All ihree pniK i|iles of taiciroriziiig were cniployed in (kMmiiiiiiiijr 
ilic uliiiiKiie order. The liiial (luesiioimaire moved Iroin die impersonal 
lo ihe personal, c lustering (jiieslioiis on lopics and loUouing up opinion 
questions uiili (juestions recjuesting supporting evidence. Indeed, a.s 
siudenis considered how lo use opinion and laci (jucsiions in coiueri, 
!liey de\ised some new cjueslions recjuesiing evidence. ( Tlie .siudenis 
conliiiued ilie pr.x ess of geiieraiing (juesiions during ilieir individual 
inierviews wiili juniors and seniors, creaiing lollow-up (juesiions in 
response to an.swers iliey found of inieresi, and reported ilicsc 
responses lo the c la.ss as wvW.) 

By the time the list of questions was finalized, everyojvr ouild see 
the qualitative difference between the set of questions each pair of 
students had started with and the final .set. That diffci cmc bore witne.ss 
to the |>i)wer of creative and critical thinking that can inform and 
influence collective dc( ision making. Students were able to carry out 
their interview.s with confidence in the (jucstionnaire, because it was 
created and validated in a critically thinking group of peers. 

Strengths of the Class Project 

The development of individual thinki-^ g skills through group interac- 
tion was the goal of'this questioning project. Together, students learned 
to consider what information t()seek» the best ways of phrasing (questions 
io ohiiiin information, and the best ways of Ordering the ',uK»*itions. In 
a cIa.s<^room of **planncd cooperation" (Slavin 1983), the thoughtf ul use 
of* language was deliberately fostered. 

An important component oi this collaborative (BrufTee I9S4) pj<>ic<: 
was that it provided the students with a concrete situation which v iv 
relevant to them. The project worked especially well with firsl-semesicr 
freshmen, whose eagerness and curiosity about college life kept their 
interest high. A similar activity would seem appropria)^* for newcorrf^rs 
at the junior high or high school level. This wriiing/reading/speakiiig 
pn)ject can readily serve as a focus for eariy discussions about the 
diverse roles of language in daily life and the practical advantages of 
mastering our language. A major strength of the project is that it leads 
in a natural way to genuine enthusiasm as the student*: work together 
on a project of mutual interest to all. 

Note 

1. See» for example^ the general discussion of questioning in Ciraesser and 
Black ( 1985) or the review of research on questioning in Wong ( 1985). 
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Modified Oxford Debate for 
Advanced Ninth Graders 



Fran Caldwell 

Newport High School, Newport, Oivgun 

No other activity in my ninth-grade advanced English class provides 
more practice in all of the communication skills— reading, writing, 
speaking, listening, and, especially, thinking— than does the unit which 
we call simply Dehatr. In spite of the .act that it taxes their expertise to 
the limits, or maybe because ir does, these advanced students (two to 
three years ^bove average in reading and writing on standardized tests) 
love this three-week period of mad scramble to outresearch, outwrite, 
and outspeak their opponents. 

The Debate Format 

Though the formal Oxford debate format is the model for this exercise, 
I have modified it considerably to accommodate the peculiarities of 
ninth graders. Students at this age level— in spite of how well they may 
be able to read, write, and speak— demand material in smaller portions. 
An entire class period of any single activity will result in disinterested 
squirms and wandering minds after the first thirty minutes. Therefore, 
by reducing the usual ten-minute speeches to five minutes, I have cut 
the actual time of the debate in half; one debate actively involving four 
students with the rest of the class as audience takes a maximum of 
thirty-five minutes. I have also tried to enliven preparation time by 
intermixing work in the library, work in the classroom, and teacher 
presentations, 

I begin the unit by defining debate as "organized argument between 
knowledgeable people," Speaking from handouts, I go over the essential 
terms and procedures. A videotape of a debate given the previous year 
is useful in demonstrating how the even* actually proceeds. If a tape is 
not available, directions and ex plana J ns must be extremely clear 
because most ninth graders have never seen a debate other than the 
presidential debates held at election time, very different from our 
version. 
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Kssciitial ici Ills Ibi the tichaic arc defined on a liandoiu as follows: 

Cnntnwnsial issue: a suhjctf that can he argued and supported 
lioni opposing points of view. 

Itrsolutinji (sonictiiues called ilie proposition): a statement which 
defines the nature of the coiuroversy» is stated in the af firmative, 
and provides a basis for argument for or against. 
Ajjirinativv: the persons who uphold the lesolution. wiio argue for 
a change in what presently exists. 

Mv^ativc: the persons who argue against the change proposed in 
the resolution, who uphold conditions as they pieseiitly exist. 

Drjniitimi of tnins: a clear explanation of the resolution, defining 
and limiting ideas; it is the affirmative teanrs responsibility, hut 
the negative team must approve. 

Evidnice: the material offered as proof in an argument; it can be 
in the form of: (I ) quotations f rom authorities, (2) examples of 
actual situations or case histories, or (3) facts and statistics. 

Status quo: a Latin term meaning the existing state of affairs, the 
present or the current beliefs and actions. 

Burden aj proof : rests on the affirmative, who must prove that the 
status quo is unsatisfactory and that the af firmative way is better; 
because the affirmative has a more dif ficult task, this side is given 
the advantages of starthig and ending the debate. 
Stock issues: those issues which must be proved by the af firmative — 
( I ) the need for the change, (2) the practicality of the change, and 
(!^) the desirability of the chaiif^^e. 

Freswnptiou: the assumption that the negative is "right until 
proven wrong." 

Coustructive sprrchrs: given in the first t)art of the debate; they 
present the major arguments with evidence. 

RvlnUtah: given in the second part of the debate; the piocess of 
rebuilding af ter attack or defending f ron^ attack. 

A second handout presents the order and time restrictions for the 
class debate as follows: 

Part One: C Constructive Speeches 

First Affirmative 2-5 minutes 

First Negative 2-5 minutes 

Second Negative 2-5 minutes 

Second Affirmative 2-5 minutes 
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hn t Two: Relnittals 

Negative 5 niiiiutes 

Affirmative n iniiiutes 

Debate Units 

I he next step is for each .studeiii to pair up witli a partner, an aspec t 
|)artitiilarly appealing to .students in this age group. They have one 
another for moral support when the time comes for presentation, and 
they have the f un of preparing together, of ten in a sec ret and excited 
fashion, to **demolish" their opponents. Iwo can work up the competitive 
spirit easier than one. I let partnerships i)e entirely up to the students. 
Usually they have no proijleni, i)ut a few may need a gentle push to 
locate a partner. If the class count cannot i)e ecpially divided in* four, 
trios can be formed. 

As soon as partnerships are determined, I put together the deixtte 
units of ihhr ^^iMcIents (two sets of partners), appearing to do so at 
random i)ut :u tually placing the stronger teams against each other. 

Now students meet in their deixite units to accomplish three tasks: 
(I) selecting a current, interesting, and controversial i.ssue, (2) writing 
a clear resolution stated in the af firmative. and (3) determining af firm- 
ative and negative teams. 1'his step is not easy, i)Ut after long and 
serious discussion, usually noisy, the students make their decisions. A 
list of possii)le resolutions can be >upphed to speed up the process, if 
duplication of issiies occurs, the group reporting its resolution to the 
teacher first has priority. Each finalized resolution can then be written 
on the chalkboard, giving notice that the topic is taken. 

Lxamples of popular resolutions include such topics as the following: 

Resolved that mercy killing be legalized. 

Resolved that capital punishment should be abolished. 

Resolved that women as well as men should i)e drafted in time ol 
wa r. 

Resolved iha? the n5 mile-per-liour speed limit i)e ai)olisiied. 
Resolved that a f reeze on nuclear weapons i)e instated. 
Resolved that aijortion lor any reason be ai)oiished. 

Nunierous other topics are possibilities, i)ut siudenis sh<nild be guided 
to select issues on which sufficient infbrmaiion is easily accessii)!e in the 
school library. 
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Sprakitiir and lAstniin^ Activities 



Developing the Argument 

Rescarcli is now tlic iiidjor task. Keeping well in luiiid the kinds of 
evidence necessary, especially in the affn niative's case, students i)egin 
the search. Thr Readns Guide to Pniodical Litnaturr proves to i)e the 
most useful reference » although our school librarian keeps a well- 
stocked and up-to-date vertical file that is also valuable. Kncyclope(has» 
almanacs^ and books are always availai)le, and some anii)ilious studenit 
have even conducted personal interviews with police of ficers» judges, 
and other authorities. Students take careful notes and make sure each 
item of information is documented; I have warned them that any 
undocumented material must be discounted if questioned by the oppo- 
nent. I usually allow about five days for the research process. Ideally, 
the affirmatives and negatives should do their library research on 
different days» but it is not alwayr» feasible for a teacher to supervise 
two groups in two dif fSt^renl places. 

Partners should pL.n and rehearse their cases together Approxi- 
mately two days can i>e allowed in class for organizing and preparing 
the debate speeches. Usually students spend a considerai)le amount of 
time on their own as well. 

Af firmatives must begin by defining terms and then pnjceed through 
each stock issue, giving their evidence as persuasively as po.ssible. 
Negatives must defend the status quo and attack the contentions of tiie 
affirmatives. Partners can decide who will present which issues, but 
they should keep in mind that the strongest evidence is best presented 
last. I encourage students to put their speeches in outline form rather 
than writing out each word. The most ef fective speeches ure not read, 
since good eye contact is necessary to i)e convincing. 

During the recess» partners discuss ways to refute what the other 
side ha.s said. Kach side, of course* has made careful notes while the 
other side was speaking, and well i)ef()re the dei)ate the partners siunild 
anticipate their opponents' arguments as they plan their attack. 

Rebuttals should follow a plan and may i)e given In one pavtiu i or 
shared by two. All points made in the constructive speech .should be 
reiterated one by one» following each by what the opponent .said to 
disprove it and then giving iiioie evidence to reestablish it. A good 
rebuttal should end with a sunnnary and a .statement of the debaters' 
belief in the soundness of their argument. 

Presentation 

During the debates the debaters sit at their respective desks at the f ront 
of the room. They face their opponents, yet the desks are slanted 




Modified Oxford Debate for Advancd Nim/i Cradm 

American Forensic Association Debate Ballot 
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Rank debaters in their o-der of excellence, starting with 1 for the best 
debater. Rate the debaters on the following scale: 



A+ = 15 
A = 14 
A- = 13 
B+ = 12 
B = 11 



First Affirmative 

Second Affirmative 
First Negative 



B- = 10 
C+ = 9 
C = 8 
C- = 7 
D+ = 6 



D = 5 

D- = 4 
F+ = 3 
F = 2 
F- = 1 



Second Negative 
Resolved that 



Rank Rating 



Comments: 



First Affirmative 



First Negative 



Second Affirmative 



Second Negative 



Fifiuic I. Surnpl, !„rii, (;,, ranking :,ik1 riiling clehatcrs 
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Speaking and Listnthig Artivities 



enough so tlia^ ttie audiciK e can sc^? ^> ' Hehatcrs' laces as well. I'liey 
are reiiiiiided to spo'^k in loud, dcr- v<>\-. vvith correct pronunciation 
and appropriate f -.4 ^sion. Suia tin?// Ay is upheld: the dei)aters and 
their positions . ire introduced ' c- idiencc; an of iicial timekeeper 
watches the clock and warns de^^^aiers nonverbally when they reach the 
!ast minute of then time allotment; and only debaters are allowed to 
speak except during the recess. 

A schedule is drawn up so students know on exactly which day they 
will dei)ate. Depending on the length ol class periods, one or two 
dei)ates can take place each day. li time permits, it is interesting after 
each deixite to allow questions or ccjnniients irom the audience Ibr the 
dei)aters to field. 

Five judges should i)e selected f rom cnnside the class and allowed 
some time to familiari/e themselves with the judging form. I usually 
ask upperclassmen to Judge, hut counselors, principals, vice-principals, 
custodians, other teachers, and even parents can often be recruited. 
Only one judge is needed for each debate. The Judge uses the debate 
form in Figure I, which was devised by the American Forensic Associ- 
ation, h allows space for each ''ebaters name, a statement of the 
resolution, a ranking (fust, second, third, and fourth) of ea( h debater, 
a rating (points e(|uated to letter grade) of eai h debater, and comments 
ai)out each debater At the conclusion of the debate and af ter the form 
is f ully completed, the Judge must also select either the af firmative or 
the negative team as the wimier. This conclusion is written at the top 
of the form and circled; the Judging form is then posted on the bulletin 
board. 

Conclusion 

Debate has proved to be one of the \cav's most success! ui a< !' ^ vos. 
Mid the wide variety of skills it requires makes for good praci « • 
tommunication and critical thinking. I of ten teach the persuasive ssay 
at the ( (inclusion of this unit because not only have ihe stu(knts all eady 
formulated a strong thesis statement and collec ted a set of supporting 
details, but they have learned the value of presenimg material logically 
and dearly. 
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Literature Study 
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Three R's for Critical Thinking 
about Literature: Reading, 'Riting, 
and Responding 



.lohii W. Swopc 

Fresearth, Int., Aikcii, South Carolina 
Edgar H. Thompson 

Fnioryand Henry College, Emory, Virginia 



Once upon a time teachers taught literature as a hody oi content to l)e 
mastered. The old paradigm was simple: teachers assigned liter iture- 
teachers and students read the assignment; then teachers told students 
what they had read. Although the old paradigm had some nu, it it 
frequently made literature a threat to students, implying that they could 
not trust their own judgment about what they had read Ihe traditional 
lecture-discussion of Tit, Scarlet Letter, for example, too easily became 
a collection of the teacher's random thoughts, more accurately titled 
What / 1 hink Hawthorne Really Meant When He Wrote." 
Instead of the old paradigm, which alk«ved students to remain 
passive we want to suggest an alternative approach that helps students 
to think actively about literature, that is, to engafje in active reading (,f 
the text, to respond to and interact with it af rr wards, and to explore 
Its meaning through class discussion. Our adaptation of Stauffer's 
(1975 44) predictive reading strategy helps launch students' reading 
A reader-response journal, derived from Bleich (1975), allows students 
io record their reactions to the text in preparation for class discussion 
And questioning strategies from Christenbury and Kelly ( 1983) provide 
a means to guide the class discussions. With these exercises as a 
foundation, students can engage in follow-up writing assignments about 
tlie literature. Once in place, this approach structures classroom activ- 
ities, whether used with one .selection or for all the literature covered 
in the course. 

!"redictive Reading 

Originally developed in the elementary classroom, the predictive read- 
ing strategy is comparable to what children do when they read without 
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Af tn'itif'y to Acromlmuy Litriatujr Study 



any intmf'iilion. Icadicis ^widv cliilciicii as tlicy read, helping ihciu 
assimilate new inlbrniaiion as iliey encounter it. In literature (onrses. 
intensive (]uesti<)ning ol the sttuients while they lead a complete work 
is irc(|Uently impossible. An instruc tor (an take a lew minmes at the 
end ol a (lass, however, to set up the reading oi short works to he 
disdissed lor the next das.s. in a lew minutes, the instructor (an help 
the students begin to ioens theit reading by dire(ting them to look at 
the title ol a work and ponder the meaning oi it. i'hen the students 
can l ead the lirst paragraph or stanza and (piestion what seems to i)e 
happening and what might happen. On their own time, sitidents can 
read the selection to detenr.iiie whether their predictions were (Oi re( i 
or not. altering these predictions as ne(essary. Consider the IrJIowuig 
prereading exercise lor William Faulkner's "A Rose lor Kuiily." 

1 . Read the title. What images or ideas does the atuhor's title suggest? 
Who is Kmily? Wliy does someone want to give her roses? 

2. Read the first paragraph: 

When Miss Fniily (iricrson died, our whole town went to her 
iuneial: the men through a sort oi respedliii aiie(tion ior a 
{alien nionuinent. tlie women inosily out ol dn iosiiy to see llic 
inside ol liei liousc, wliidi no one save an old nianservani— a 
((>ml)ine(l gardener and cook— IkkI seen in at least ten years, 
(lill) 

[\. Weie your original predictions accurate? In what way.s were they 
not? What new predictions can you make based upon what you 
now know? 

i he stucients should coniitiue this predictive pKue.ss as they read. 
re( ording their i responses iti the text or in a .sepaiafe leading journal. 

Prediscussion Writing 

Alter students read a work oi litOiature. they need to conujct the 
literature to their own experience. W'c believe that a reader-respcnrse 
journal allows students to ma:;e these connections. In the journal, 
students make thrcv tyj)es oi l espouses to each .selc\ tion that they read: 
euiotionah associative, and figurative (Bleich Wi)). rhc tnuotional 
response clarifies the readers' iuniiediate ierlings ahotu the lileralure, 
allowing readers to analy/.eand makcsenseoi their .subjec tive reactions. 
Althougli the associative responses niay appear to be idiosynt latic and 
meaningless at iirsi, they are important. They rel;ue the expeiience oi 
the reading to some pari of the readers' .sub(ons( khls experiii;»ces. We 
have found that students need to make M least live associations to 
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ensure sufficicMii pcTsonal coiiiictiioiis. riic fii;maiivc response asks 
siuclenis to identify a feature— a woni^ phrase, theme, mc/iif— and 
attempt to identify why that feature attracted their attention, i he 
following is a sample journal resp(;nse to "A Rose for F.milv." 

Eviniimml Rvspouse: Sleeping with a corpse is demented. Small 
wonder the neighbors complained about a smell — it was Homer 
Baron rotting away in that boudoir. 1 iie old lady (crtainK did 
love to have an air of mystery about hen even beU re she killed the 
man who would have jilted her. 

Associatious: (I) Seeing corpses of my father and other family 
friends in open caskets; (2) trying to polish the family silver for 
the first time in five vears; (3) the town rebuilt the sidewalks on 
our block last summer and ii tr)ok three weeks; (4) 1 remember 
die old Victorian styled hou.ses in my grandfather s neighborhood 
in Lynchburg; (5) giving loses to my girlfriend when 1 was in 
college. 

Feature: The poison (hat Miss F.mily gets ;u the phannai y is labeled 
•*for rat.s." ObviousK; Miss Kniily plans to use it to kill rats, in 
leu-ospect. she did. She used it to kill a figiuativ- rather than 
literal rat — Homer Baron. 

A/ier making these responses, students are more awi^ie of how the 
reading relates to their experiences ;md also better prepared to begin 
interpreting and evaluating the literature when tliev come !o class, i lie 
teacher should also encourage students to note troid)lesonie passages. 
We have found that students* questions about such passages are often 
better than the ones we might po.se. 

Questioning during Class Discussion 

(.ontrary to what many teachers may think, (pies k ninn >()di ;ni an 
aiifi a skill that requires p»eparation before each Srx^ lal tlieoi ists 
have organized questions into hierarchies, but as ( I iisienburv and 
Kelly (I98H, .S-o) poim oiu, using the tenr. hierordiy implies o»ie kind 
of oaestioning is superior to another, in faci. all ^ inds of (|ues is are 
important in a discussion. Christenbin y and Kelly !)elieve that <j' stions 
asked during any discussion shoidd relate !o diree areas: the inaMer 
under discussion, the personal reality of the student, and the external 
reahty of the world ( 12~1H). In literatine, ihv matter \s the text, the personal 
reality is the teadn, .nid ihe external reality is ////' worldlothn literature ( If)). 
Christenbury and KelJy .suggt^si that in preparing (piestions foi discus- 
sion, the teacher should tl.ink of the text, the reader, and ?he world/ 
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other literature as intersecting circles. The instructor formu - > u^hitr 
qucsUnm ^nvu \ of the individual ciirles iXwd shaded (fuvst urns based 
upon the inter. jc^icnis ofany two of the ( ircles. Tiie coujancture of the 
three circles pnnides what C^hristeni)ury and Kelly cali a dnisr (jucstinu 
that includes the elements of all three circles, j oviding the focus for 
the class discussion. Both the white and shaded (|uestions illuminate 
the issues embedded in the dense question. By the end of the discussion, 
students can give relatively sophisticated answers to the dense or < entral 
question. Consider the following questions aixnii Faulkner's "A Rose 
for Emily." 

White Questions 

T- Matter: What does Miss F.mily say to the aldermen when they 
come to see her about her delinquent taxes? 

Personal Reality: When J.o you feel thai social class distinctions, 
such as those condemning H(Mner Baroii as a Yankc;, are 
discriminatory? 

External Reality: Among the genteelly poor Southern aristocrats, 
what were the prevailing attitudes toward outsiders during the 
two generations following the Civil War? 

Shaded Questions 

The MattnlPnsonal Reality: Do you find, as Miss F.inily did, that 
denial of a problem is :. successf ul means of (oping with it? 

Personal Reality^ External Reality: If you found yourself in love with 
someone who was socially : *'icccptai)ie anri who later spurned 
you, would yoii take revenge on 1 im or hc\ } 

The Matter! External Reality: What ^.ere tii<' soeial exr^ectalions of 
the post-Civii War South that influenced the pe(?ple\s reaelions to 
Miss Emily's being courted by Homer HartiU? 

' jivuse Question 

The Mattel I Personal Reality! External Reality: C^iveT? the times in which 
she grew up, her age, and what was expected of li: ! is a member 
of the town\s upper cla.ss, would you convict Miss Emily for taking 
her revenge upon Homer Baron? 

Although teachers should prepare all these questions before the class 
discussion, the dense question is the only one that needs to be presented 
to the students as an advance « rganizen The dense question is not the 
end product of the discLssion J ; t the central focus of it. During the 
discui^sion, the students should explore all thiee elements: the matter. 
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Mic personal reality, and the external reality (Christenln.rv and Kdly. 

In the teaching of literature, f.oth ihe teacher and students have 
potentialh meaningful responses .,> the written word as thev connect 
h<. literature w.th their own experiences. The teacher s experience 
y^nh literature is not necessarily hettcr hut more extensive. For teachers 
on.ierature, then, the task is not to pound the interpretation of a text 
.n,o students heads but to help students explore the literature and 
make -leaning! ul connections between it and their lives. When .eachers 
usc-.i,e processes tf.at we have described, the chances are greater that 
s.udr:nts w.ll le.. .e the literature classroom not onlv with both the desire 
and the conhdence to continue reading but also with the skill to think 
critically about what they have read. 
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Experiencing Contemporary Drama 



(icori^t* Khiwiltn 

\'itn l)(> Collcirc. La Crosse*. W istonsin 



Icac liiiiK ••tlicaUT ol the absurd * plavs < -Mi he a paiiilu! t xpn it iu c lor 
IcAi Ikts who niuniiitn siudfiits looking lor loi,n( in hinaturc. Acriis- 
toincd to huiitiiiir lor iiicaiiin^^ in pot sns and short stories, vonn^r people 
(an he exaspnatcti hv ^. • -s i:i .n(vlmi plavs \dii(h senn to Ik« 
ninrlatcd to rcalitv. AL. . a;: ' vision, movies, and ad<.l:'smit lu tion 
rnnlortc the thinking p;:. rs which piodiuf thdr heroes and tlidr 
villains. Stndnits nijov iV\\r Bird as wdl as Man Dillon hcc ausc, lutivc 
or Ik'shy. the i iiarac ters reason the way stndeniv are tanirht real people 
reason. When, tlierelore. onr sMidents lirst tome up a^Miirst ahsnrdist 
drama, they are likelv to he disniaved. il not terrilied. It is not easy lor 
anyone, yonn^r („ old. to watc li the strnetmes ol laniruaire and soc iety 
erninhle into the lanj^liter of dark linnior. 

It is important, however, that we teac hers hrin^r our (olle^rf dasses in 
eontemporarv literature lace lo lace widi Be< keit and lonesco and 
Pinter because the inlluenci' of d use playwri^dits on modern theater 
has been siirnifu ;nit. h is not enon^r|, to let studenis read a Heekett play, 
nor can we skirt the issue b> a liall-period lec tnie or a printed handout 
on the movement. Since theater of the absurd is eminently ac table. I 
believe il is in the best interi'sts of students experience ihe absurd. 
With the diseovery of siniuL'Uon as a teadiin^r tool in the c lassrooui. 
uew doors have l)ecn openeci. iiv -in^ literature beeonie alive lor 
students. Wlien dasses draniati/e se^nnenis ol novels, students :'»e 
eneoura^H'd to "live." il only lor hrieen minutes, sudi roles as salesc k i ks. 
mountain dimbers. aiul liospilal patients, in seltin^^.s as diverse as Tlir 
Afhnihirr.s of Uurklchmy F'nin and Our Flriv over i'lr Cutkoo's hi'st. 

What simulation )\^\s done lor standard lieliou. I bdieve. can also 
o( ( ur with absurdist drama. 1 am not relerrin^r |,nc to the classroom 
enactment of cuttings Ironi Waiting for ('odot or I'lir Hnlfl Sofnouo. That 
is the meihod ol the drama coadi and is. moreover, an expected 
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tcdiiiKjuc in the dassiooin presentation of anv drama. Applied to an 
ahsurdist play, it does little to enliven the adual UThni(|U(s of the 
ahsurdist playwritrhts who depend, to some degree, on shoe k or surprise 
for their ef fects. What shock is there for a classroom of students who. 
h; viiig read a ( Uttinjr f rom The Dumlnvaitn\ witness on the next dav the 
o(ii! 'KTinutations of the menu re(|uests enacted before their eyes? 

In order to adiicw the real feeling of spontaneity for absurdist 
drama. I employ a ( lassroom exercise for wliic li the students are totally 
niipi cpareci. At the beginning of the period I write {our names on the 
board with a short description of each character we will have in our 
bus station "experience": 

Helen Kolinski— an elderly woman tiavchng from La Crosse to 
Careen Bay to visit her sister 

Valerie Canwright— the second runner-up in the Miss l.a Crosse 

contest, going to Milwaukee for a job interview 

Jim Osborn — a high school dropout who is "nKuing on" 

'l{)by Messerschmidi— a sennnarian heading to Appaladiia to 
work for two wc^eks wiHi the poor 

1 tell the students to write on a sheet iA' paper one spec'ch of ihrc-e or 
four lines for each character After fif tec ■> minutes I have them tear the 
paper to separate each speech, and I collet t die speeches one at a lime 
so wr end up with a stac k of twenty speec hes for each of the four 
charac ters- 

By this time in the exercise, students are intrigued with !he "pro- 
duction." and it is not difficult to elicit Nolunteers for the four pans in 
our play. I cojispicuously shuffle eac h stack of speeches before handing 
It to an actor while I tell the students about contemporary experiments 
with "chance" music (orchestra parts written on 3 X 5" cards and shuf - 
fled before each performance i\ work). I suggest that one of the 
beauties of absurdist drama is tirtt the unexpected, even when illogical, 
carries meaning to a work! in which the nuclear arms buildup and 
political machinar^nis ofteti ?nasfiuerade as logical consequences of 
civili/ation. 

I he four actors assume their chai.K tcrs on chairs at the f ront of rhr 
rooni. O^i this simple stage I point ou; the f u-iiiture in the bus siaiioi,. 
die ticket window, the boarding dc/ck, and the strer< entrance. Since 
the writers of the play have been encouraged to inclnde stage direc tions 
along with their spc>eches. it may happen that a prop will be needed 
for which J am not prepared. But somehow the actors always have 
managed, and the needed props surface. Once even a bucket of 



57 



82 



Activitit's to Accompany Literature Study 



Kentucky Fried C^hickcn appeared as Toby's IuikIk Students are inven- 
tive, and when physical props do not appear to l)t availahic, niinic is 
also an imaginative exercise that neither Beckett nor Pinter, I suspect, 
would frown upon. 

I'lie play begins and the inaniues follow one upon the other. Actors 
speak at cross purposes to themselves, and speeches (ome out ol 
nowhere and head in no particular direction. But it is ama/ing how 
olten characters will "make contact" on stage. Both situations are valid 
to an "absurd" experience. The lack of direct communication helps 
students appreciate the (ontemporin y message that **we just do not 
listen enough to each other." The surprisingly appropriate diak)gue 
clearly illustrates the role of coincidence in our lives. Both messages 
are standard fare of modern drama. A typical exchange follows: 

Helm: She was a good girl, always wore yellow ribl)oiis in her 
hair. I couldn't. Mine was so grey so one day I cut it 
off. 

Valnie: (to Helm) I'm going to see my grandma someday. - 
dying. Isn't that a shame? Old people keep doing that 
though, for the atter tion. 
Tolry: (tnniing to Helm and shaking Im hand ..Hinn/y) I '.nddn't 
help but overhear your conversation, jii sJ. want to say 
that we could use more people like you in the world. 
God bless you. 

Ji7n: (replying to Toljy) Yeah, I really like this area, but I'm 
trying to gel down South before I get pnei nio:;ia. 
Helm: liiese plaf s never have any soap in the rest rooms. 
(pause) If my sister doesn't appreciate this trip. Til 
never speak to her again. Imagine going all this way to 
help her pick out tropical fish for her cat's birthday. 
Valerie: Kxcuse me, ma'am; you don't mind if I look at these 
brochures? I'm so excited! 
'IrU: Deu.s ex machina. Dms ex z uchinu. 
. :///; Hey, you over there. Shut up. You're too loud. 

Someiimes the play becomes \i(>! lu. One alfernoon our play had 
both a purse snatching and h ,:an\iLi. Fortunately, tuo of our actors 
that day were theater arts majors and were not af raid to scream, stab, 
and fall dead. It is my experience that students are apt to do more 
hamming than called for by the script, so action has never been a weak 
area in the productions. After the "play," we discuss the techniques 
that emerged and relate them to a sheet of fifteen characteristics of 
absurdist drama, a list given to the class for a previous discussion of a 
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Pinter play. I end our period with a suggfjstion that the plav we had 
created was sui gmeris; it could never be repeated. The students had 
created something truly original. 

Students generally react positively to this activity. They enjoy the 
break from standard analysis, from di^^^^nng for form and meaning. 
They like a chance to Hex their creative muscles. Once while students 
were busy writing speeches, a sophomore mumbled to her neighbor, 
*This is stupid." 1 seized the moment. **Not stupid, I heresa— absurd." 
The class got the point. 



S3 



Collaborative Interpretation 



Sam Dragila 

Icxas AikM Univcrsiiy, '^ollci^c Station 

I (lidi. ' want to Icrtuic to the (ollci^c stu(k*iits in my intiodiutory 
literati (lass. I ligiiicd tlicsr students wvic tiird of listening to tlicii 
tfaduTS icduring on liiciatiiic — tired of and intimidated i)y their 
leathers' ^^professional" (i.e., lorrett") interpretations of this novel, 
that short story, this play, tint [)ocm. i ligiired students might only 
learn what I thought (and wiiat the professional literary critics I 
synthesized in my lectures thought) .» ;out a given literary text. I hey 
might never determine what they themselves thought ai)out the lUera- 
lure; worse, uiey might never even think ai)out the literature. I liey 
would never he ac lively e:^i^aged i)y the assigned readings, just passively 
indoctrinated hy me. I he/ would leave my (ourse with lots of notes 
ahout the things I had fiaifl — notes to whidi they would never again 
refer following the final examination. And they would he critically 
unprepared lor dieir next interaetion with a rlif fcTent literary text. 

I considervf? <iass discussions; this techni(|ue, lujwever, was usuall)- 
disappointing. With thirty or forty students, ela.ss disrussioiis always 
deteriorated to either a conversation hetween the tea< her and several 
especially perceptive oi ' fjuacious students or a (|uestion-and-answer 
session with the teacher asking the cpiestions and only the especially 
perceptive or courageous students risking the answers. I was tired oi 
this, and I figured my students were also. 

I was fain'.jii^ with Peter tlbow^s Wnlititr without Teachers and riioin 
Hawkiir * (wv- Inquiry Techniques for Teaching Writing. In my writing 
(lasses, I , in;^ peer editing: students liked it and thought it was 
genuinely r ir' • s \'i\c. So did I. I de(ide(t tiiis collahorative learning 
might he equally ef fective in my literature classes. 

Establishing SmaH Groups 

I he teclini(jue I developed is fairly simple. Following a single class 
period during which I discuss die major charac teristics of a given gcMue 
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(e.g., (or the slioii storv 1 talk alxnii plot, < liarac ici i/ation, sftiiiig, 
poiii! of view, ihfiiK-, syiiiholisin, and style) and ilnis eslahlisli hask 
tmninology, the stiident.s begin their exainiiiaiion of the assigned 
readings. 

I divide the ( lass into linir or five groups with seven oi eight siiidents 
in each group. I tan effectively monitor this nunii)er of groups, and 
the si/e of the group.s is small enough to permit even reti< ent students 
the opportunity to voice their ideas inn still large enough to give 
students the se( iiriiy of genuine gioup membership. Students remain 
in these groups for the entire semester, (ollahoiating on all in-dass 
exeicises; this also inspires group cohesion and effective cooperation 
among group members. 

Directing the Group Discussion 

At the beginning of class. I write tw\ (jue.siions on the ( halkhoard. 
These aie usually general questions ihat might be asked about anv 
literary text so that students develop intv?rpi"eiive skills clearly appli( able 
to sui)sequent texts. (My qui/zes and examinations ask similar <|uestions, 
thus tes(ing the critical skills developed through the collaborative iinei - 
pretation exeicises.) For example, on Hemingway's "Hills Like White 
Klephants" I might ask. "Who is the narrator of tlie story?" and '^Whai 
is the significance of the title?" 

The students then gather in their groups to devise colle< live answers 
to both (juestions and lo determine the textual justifications for their 
answers. I allow fifteen lo twenty minutes for ihis collaborative inter- 
pretation. Kaeh group appoints a speaker who will explain to the entire 
(lass his or her group's ..-vswers to the questions and the textual 
justifications for the answers. ( The position of speaker rotates so thai 
each member of the group serves as speaker several times during ihe 
semester.) 

I design my (juesiions to elicit several possible answe* - and to keep 
students continually referring to the literary text in search of answers 
and their jusiification, iis shown in this excerpt f rom a gi up disc ussion: 

*'! think the narrator in 'Hills Like While Klephants' is a 
( iistonier at a nearby table— just somebody listening in on die 
couple's coinersaiion. He docsiri give us anything more than jest 
what he sees and hears — no l)ackgi(nind or explanation. S() he 
c.iiri be omniscient." 

"Why do you say Do you think it\ a man?" 

'Maylxr ifs the waitress." 
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**N(). I (loiTl iliink s(i. She would liiivc lo <!\<ivc iiKHiiid Wio iiiik h 
jikI would liavc oilici iliiu^s lo do. Slu' touldu'l jus! suuid u- 
next lo the and listen in on this ( onvcrsaUon/' 

"Bcsidrs. die* l)ar's in \\\c oilier room, and she'd Ikim' Io ^o in 
•luTf lo ^ci die drinks ibr die ( usioniers." 

"Oil. ri^dii ' 

"Yeah, so ifs ^oi u> Ik* soiiieliody siiiiiiir ai a lahle next lo them. 
He ^iv; ;i> ?(»n^ sireiches ol dieii ( • ersaiion." 
"Vr .i}',. every lilde deiaii." 
"So do you diink it's a man?" 
'i uon'l know." 

"He's |)rol)ai)ly a uawlei — wIp he he in diat (lain 

sraiion?" 

' 'lea^i, and do von reniein' H i ik u u ; rs (o die man as an 
/\i:ini» 'ni} Could diai mean i .k ium.iio? isn V " 

Not nec essarily. Bui he's pioljijMv alone, i : he was widi some- 
l)ody. Iie'd |)i()hal)lv he lalkir il; Io ihrrn. noi ii-ienin^ lo sonieli<idy 
else's coiiwrsalion." 

''Okay, dien die nanaioi in ■■ ^nu'i; ii.i^eler. siiiin^ alone ii! a 
lalile near die ( otiple. possibly a iimii. possihiy a non-Ameriran. Is 
he relial)le?" 

"Oh. I diink so. h*e doesn'i know ihese people, so there's no 
point in his t(ivin^ us a hiased version." 

"\'eali. he doesn't tell iis wliat we should think. He just records 
their eonxersation and leaves it to llie reader to jud^e." 

"Ki^lit. He's a traveler and doesn't know anything more ahont 
lliese people than wliat lie lellsiis. It's not like he's leaving somediin^ 
out on purpose or iryiii^ to (over up something." 

As this <lis( ussioii illiisirates» sttidciits meeting in sDiall groups risk 
voic ing their opinions. In order to arrive at the required "group answer" 
to the (jtiestions aske(i» students willingly exrhange ideas, disagree with 
eadi other, build on eadi other's insights, and support their inter])! e- 
tations with logical arguments and texttial evi<lenee. I'he experienced 
or perceptive studeiits in a group model the jM'ocess of interpreting a 
text foi the less experienced or perceotive .stu<ienis in that grotip. 

My jol) is to moni reach group*s '^rcss in answering the (jtiesiion.s 
and. when neccssi* ; offer suggt is or give direc lirn to a grotip's 
disctis.sion. I slioulfi .» u hi that sttu. i: - never s])eiul the entire time 
in their group.s sei:ou a-'^iressing the as.signed <jiiestiotis or di.scti: s- 
ing the a.ssigned liter; »y (ext. Approxiniatelv 2'* percent of their time 
i.s s])eiit socializing. Sucii small talk, however, is crtic ial to iniilding iJie 
muttial trust and understanding that fac ilitates the gicHi])'.s disc u.s.sion 
of the literature during the remainin)^ 7r> percent of the lime. AikI 
ceitaiidy it is no minor achievemenl to keep students in a literattne 
class aiientive to the assigned rea<lings 75 percent of ihe time. 
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Oral and Written CoUaboratior 

As soon as all groups have composed answers to the questions, the 
speakers explain the answers to the f ull class. At the beginning of the 
semester I ask the small groups to fonmilatc their answers orally, with 
ihe speakers taking notes and reporting : :xtenipr)raneously to the class. 
VVithiji several weeks, hcjwever, I require that the answers be written as 
brief essays: the students compose collaborativeK and dictate to the 
speakers, who write down and read the finished essays to the class. 
Thus students engage in collaborative writing as well as collatorative 
mterpretation: the skilled writers in n group model the writing process 
for the less skilled writers in that group. 

Dynamic class discussion follows (he presentation of each group's 
answers, as students challenge differing interpretations, acknowledge a 
missed piece of evidence, build again on each other's insights, and 
develop a critical con.sensus. This process inspires students to discuss 
additional aspects of the literary text during the remainder of the class 
period. 



Conclusion 

This proce.ss of collaborative interpretation ilius teaches students the 
major objectives of the typical introductor\ liierature ria.ss: (l)to 
examine literary texts critically, (2) to develop interpretations of literary 
texts, (M) to justify interpretations with logic and textual evidence, (4) to 
evaluate differing interpretations, and (5) to cc3ni]M3se oral and written 
explanations of literary interpretations. It is ,u^<tv 1:^! in dcjing so 
because it minimizes the teacher\s domination of Jhf classroom and 
maximizes the participation c^f students. As students varn to write bv 
writing and read by reading, they also learn v^ Unnk. analyze, ai.d 
interpret by thinking, analyzing, and interpretir.. 
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Mit luid Scgedy 

(iolc^io Rt)<).st*vdi, LiiiKi, Vcru 

/Viapiiiig ihc courirooiii tri;il formal it) liin atui c is a iniiqiic approach 
(or tonihiiiiiiji; ( oiiiposiiioii willi oilier aspccls of Kiiglisli iirstruclion in 
high school. In ihe prccornposition phase of writinji;, ihe coinlrooni 
procedure assures a high level of siiuleni enihusiasni while also re<|uir- 
ing studenis to use and develop refined skills of rei jrding, analysis, 
and synihesis. In faei, hefbre composing iheir rough drafis of suni- 
niaiions lo ihe jun, siudenis inideriake in-depili characier analyses, 
dihgenilv engage in noieiaking, work on arif ully linking ihcir ideas 
logeiher ihrough formal dehaiing lec hniqiie and proiocol, and jjrac lice 
orallv their speeeh and rheunical skills. A wvck of preroniposiiicni 
activiiies dining ihe couriroom proeeedings tuhninaies ni a writing 
pr()jeci in which each studeni composes a persuasive essay in the form 
of a sunniiation to a hypoiheiical jury. For ihe majority of sUidenis, few 
writing assignments have ever heen clearer in est;ii)lishing the relaiioii- 
ship hetween the speaker's voice, au.dience, and purpose — the prerecj- 
uisiies for any g(iod piece of writing. 

Novels Suitable for Courtroom Adaptation 

I hough oiniously not all novels ioiiiain the kind ol* conflict necessary 
for constructing trial ca.ses, thev^* are licnnerous novels that do. Likely 
prospects are novels that focus on crimes against society, nature, <n- 
individuals, especially challenging novels where the motive for the crime 
is (omplex and remains hidden f rom the la/y ga/e of the snperfic ially 
involved an<:l unccnnniitied reader. 

/. / Aw flir (Ihrrsr 

A novel that I have found particularly adaptahle to the trial formal is 
Roheri Cormier's / .4;// ////■ CJiccsc. Here siudents are conf ronted with 
the kind of ahnsive pr)wer a government agei y can wield when its 
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power resides in the hands of Officials who are more (oncerned wiih 
protecting the agency\s reputation than with caring about the welfare 
of a young boy. The trial examines both sides of the issue, raising the 
age-old philosophical question of whether the end justifies the means. 

Students assume that Adam Farmer, the teenage protagonist, has 
escaped from the institution where he has beeri involuntarily confincii 
for the last two years. He has sought legal aid in order to piece together 
the mystery surrounding his confinement at the hospital, his father's 
whereabouts, and the role .i Mr (ircy and the institution have played 
in the death of hi.s moiljci. i he three or four students chosen to play 
lawyers representing Ada?\> bring to trial the agenc v where he has been 
unlaw'f idly detained, i laese student prosecution attornevs work 
together to construct their case, identifying the specific crimes com- 
mitted by the agency against their client. Through diligent research 
and .scrutiny of ke) fiCls and events described in the novel, the prose- 
cution garners sufficient evidence to support its ca.se. Since the tapes 
mentioned in the novel will btr introduced as e\idence during the 
proceedings, the team of defen.se attorneys has the responsibility of 
explaining to the court the motive behind the institution's confinement 
of Adam and convincing the court that the institution had no direct 
involvement in the disappearance of Adam's fadier and the death (if 
his mother. 

Some of the students who a, e neither defense nor prosecution lawyers 
a. r signed character roles and are required to collect data about 
their characters from the novel. During ihe course of the trial, thev 
will be called on to serve as witnesses. In addition, tliev must create for 
their characters special flata not provided by the novel. I'liev are 
admonished that non" of theii imaginative fabrications mav contradict 
facts alx)ut their characters as portra\ed in the novel. 

No one is lef t out. Students Jiot assigned loles as lawyers or ciiaraciers 
from the novel become research aides and aie paired widi either a 
lawyer or a character as a sort of uiHerstudy. In the event or the abscixe 
of a lawyer or character, the appropriate partner is expected to fill the 
vacancy. All students are required to write the sununations to the jurv. 
These are based, in large part, on the evidence that was established 
through the lawyers' examinations and the testimonies of the wiuit sses. 
Thus all students are to take uc*vs during an(i in pieparation for the 
actiKii proceedings. 

2. Fraukeusteiu 

Another novel that has all the requisites for an exciting trial is Mary 
Shelley s Fraukmsteiu. J'his novel allows students to reflect on our 
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(Tiiuinal justice system, tlic aim of which is to giiaiaiitcc justice hut 
which often hecomes miied in questions ahoul moral re.sponsihility 
while pursuing justice. It is difficult for students to decide whether the 
hest candidate for the defendant is the monster or Victor Frankenstein, 
the monsters creator. Both characters provide rich opportunities for 
in-depth psychological insights into personality, and neither is free 
from hianie for the numerous deaths that occur. Ii' fact, whenever the 
monster is chosen as the defendant, it is of ten Victor who finds himself 
on iriah attempting to defend himself f rom ac cusations of scientific and 
moral irresponsihility. 

In past classroom trials, students liave favored the monster for the 
prime role of villain. The defense, on behalf of thr monster, had the 
arduous task of proving diat there was sufficient evidetice that th.e 
accused was driven to conunil acts of murder by psychological forces 
outside of his control. He was therefore not responsible for his actions 
because he was insane at the time of the commission of the murders. 
The defense would ask the court to acquii the accused and institution- 
alize him until his illness had been cured and he was fn to enter back 
into society. Conversely, in this typical case the prosecuiion would 
attempt to pr^ve that the monster was completely and unequivocally in 
control of his mental faculties when he committed the diabolical mur- 
ders. He was not under duress and was thus free from external forces. 
He was not only aware of what lie was doing at the time of the murders 
but even premeditated some of tliei \ The prosecution would argue 
that if the monster were judged ini^v/CeiU by reason of insanity, he 
would be free someday to go on another murderous i -impage whenever 
he felt rejection. Instead. il;e monster should pay for his crimes with 



Along with a host of cliaracters from the novel (Robert Walton, 
Victor Frankenstein, a magistrate, Vic tor s college professor, the little 
girl saved by the monstei, Agatha, Felix, Mr. Delacy, a bailiff, the 
monster himself), two new characters must be introduced into the 
courtroom drama: a psychologist for thr prosecution and a psychologist 
for the defense. Both witnesses will oifer expert testimony about the 
personality of the monster. They are required to .spend time in the 
library looking through Black\s Law Dictionaiy, where they can find K^jal 
defmitions of what constitutes insanity. Then they must undertake some 
independent reading on mental disorders such as psychopathic person- 
ality disorders and paranoid schizophretiia. The psychologists play a 
major role in convincing the jury of the defendant's guilt or innocence. 
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5. lUavc \nv WhrU 

Still another iidvcI with which I have had great sua ess in adaptini^ the 
trial format to literatnre is Aldnns Hnxley's classic, Bravr Xrw \Vorl(l. 
Here, stndents ninst ponder whelher sta!)ilii\ and happiness are more 
important than Ireedoni. In order to create a sense of verisimiliuide 
in trial proceedings based on this novel, it was necessary to devise a 
sitnation that wonld give some credibility to the idea of a trial taking 
phice in a totalitarian society. There wonld ha\e to l)e a pnrpose for the 
trial that would not distort the pnrported benevoleni aims of Brave New 
Wbrlfl. The following idea was adopted. 

Kvery year dissidents of Brave New World are brought before a court- 
appointed judge (an Alpha -f) who hears treason ca.ses. The trial is 
closed to the publ!( . Those present consist of witnesses for the defense 
and prosecution^ neutral witnesses, lawyers, court clerks and officials, 
and a twelve-member jury consisting of former world controllers and 
regional directors. The purpose of the trial from the state s point of 
view is to determine tlie possible (yet highly improbable) legitimacy of 
the defendants' criticism and hostility toward Brave New Workl so that 
the leaders can discuss any need for change. The accused are Bernard 
Marx. Helniholtz Watson, and John Savage. (Obviously, John's suicide 
must be overlooked during the trial.) 

Once the purpose for the trial is clear to the students and they are 
assigned roles, the prosecution and defense can begin constructing 
their cases. By working together in groups and participating in class 
discussion, students are able to construct arguable cases. The prose- 
cution attempts to show that dignity and purpose arc relative concepts 
l>elonging to a barbaric time in the past and that the survival of 
civilization is more important than such abstract principles as freedom 
and self-worth. Identity, Stability, and Community are the ultimate 
foundation for any society that hopes to survive. The aim. then, of any 
society is to reduce, or eliminate, human misery and suffering in the 
world. Brave New World has done exactly this. The three defendants 
on trial have tried to destabilize the society siinply because they were 
more concerned with their personal freedom and individual welfare 
»han the overall good of society. 

Unlike in other trials, here the defendants must serve as their own 
defense. This eliminates uncontrollable bias on the part of any member 
of the Brave New World society chosen to defend them. The defendants 
will try to prove that Brave New World— by controlling individual 
destinies, diminishing the intensity of human emotions, promoting drug 
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iise for its cili/cns» cicsiroyiiig the notion oi lannl\; mhicinji: ilic role of 
art to trivial and mindless crUrrianininit» and assnniing the role of 
(iod — has denied its citi/.ens» for the Svjke of "Identity, vStaf)iliiy. and 
Coninuinity/' any sense «)f pui*|>ose» diiR^iitity, or individual worth, i'liey 
win argue that the defendants were only n yin^ to luake the leaders and 
citizens of Brave New World see tlie iii<?tal an<i spirilual harm iJiis 
society is infiictinu; on its people. 

The characters who play major roles in the triid lan l)c j^rouped in 
three categories: witnesses for the prosecution, wiltiesses lor tlie 
defense, and neutral witnesses. Lawyers are allowed to c:nisult \N'ith 
their witnesses but not with neutral ones. This adds an eleiiicDt ol 
spontaneity and unpredictability to the trial. 

Summary 

In addition to teaching students composition and rhetorical skills, a 
courtroom trial approach to literature demands that students explore 
both sides of such complex issues as morality and justice. In the process, 
they discover through literature how complicated life in the real world 
can be. They learn that legal and moral questions do not have simple 
answers. Alfred North Whitehead expre.s.scd it well when he once said, 
" rhcrc are no whole truths; all truths are half truths, h is trying to 
treat them as whole truths that plays the devil." 



98 



Collection, Connection, Projection: 
Using Written and Oral Presentation 
to Encourage Thinking Skills 



Joseph K Boiifiglio 

(irecii Moiiniain Union Hijj^h S( liool, (^hesici; Vei mom 

F.vcry fa!! I tell the high sc hool juniors in my world liieraiurc class that 
my primary goal is (o get them lo think. Fellow teachers and parents 
have told nie that I am alitwpting the impossihie, but 1 have experi- 
enced success in reac liiug lUis goal by using writing and oral presen- 
tation as vehicles for praciicing ihinking skills. 

We study world literature cluojiologically, and I preface each age 
with an overview of the philosophers H'ho were infhieniiaj during this 
period. I am selective and limit the presentations to a specific iirea. For 
example, since philosophy, in general, is the .search for tlie ideal, I begin 
the course with ('onf ucius and his Utopian concept of **Li.'' When we 
sfudy (ireete and Rome, we discuss Aristotle, Pbio, afid Lucretius and 
their definitions of happiness. We also focus on Amunle s definition of 
tragedy and tragic hero and Plato's myth of the cave and political 
system. When studying the neoclassical period, wc focitson ^>^scartes\s 
and Pascal's discussions of rea.son versus emotion. These presentations 
are somewhat superficial but are highlighted by a film or a vhort 
reading selection. 

The next step is to show how the literature and philosophy of an age 
are intertwined. During the Greek and Roman unit, the class reads 
three tragedies {Medea. Oedipus Rex, and Antigone). We discuss plot and 
theme, tie in Aristotle, and then go to work. My standard essay is "Wlio 

Is the Tragic Hero of ?" I tell the students that they each must 

pick one character, and they must use the text and each aspect of 
Aristotle's definition of tragic hero to prove their choices. Because the 
students have the background of the discussion of Aristotle and their 
notes on his Poetics, most experience quick, painless success. Not only 
do tliey feel tliey can do this type of logical argument, but they feel 
they can do it well. I also like to plant a seed of doubt in their minds. 
When they write their first essays, which concern Medea, most of the 
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siiideiits say Medea is the tragic lieio. Using an overhead |)r()ject()r, I 
argtie that Jasoii lits Aristotle's criteria more completely. 

A parallel writing activity follows our discussion of Plato's idea for a 
political Utopia. I ask the class to write whether they would like to live 
in this society and to imagine their role within it. Students share their 
papers with the class. Of course, the majority of the stiKlents who 
choose to accept Plato's political system picture themselves in the upper 
echelon of the society, which would make the system top-heavy and 
unviable. The discussion helps students recognize that they prohahly 
would not attain this high status if this system really worked. They also 
come to conclusions as to why Plato's two attempts at bringing his ideas 
to reality in Syracuse failed despite governmental assistance. 

My favorite writing assignments are drawn from CMiaucer and Boc- 
caccio. After students have read the tale in which the Wife of Bath 
slates that women desire dominance o\^r men, I ask the class to write 
an essay on the topic "What Do People Really Desire Most?" The 
answers must be limited to one specific desire, supported by reasons 
and illustrated by incidents and examples. Sotne students say people 
desire money. Others opt for happiness or love. Still others cite security 
as the most desired object. After all the papers are read aloud, students 
are grouped according to their most desired object. Each group 
verbally *'slugs it out" with the others, pointing out the superiority of 
its choice. By the end of the discussion, some stude?its have changed 
sides, while others feel assured of their righteousness, but all have been 
involved in a situation requiring various le\^ls and types of thinking. 

When presenting Boccaccio's Decameron, I describe it as a group of 
one hundred stories examining human lust and folly. The stories are 
divided into ten thematic units, ten per unit, and each unit represents 
one day. I explain that Day 1 deals with the theme of religion and Day 

2 concerns happy endings to calamitous situations. The subject of Day 

3 is the attainment or recovery of a much desired thing. Day 4 concerns 
tragic love affairs, and Day 5 pertains to happy endings to unlucky love 
af fairs. Clever retorts to insults is the subject of Day 6. Days 7 and 8 
deal with deceptions practiced by wi\'es upon their husbands and by 
men and women upon each other. Day 9 has no set theme (we call it 
*Treestyle"), and Day 10 deals with the theme of generous behavior 
The class then reads the story The Three Rings" aloud. At the 
completion of the reading, I ask the students to tell me in writing the 
day on which this story was presented. I have already taken the 
precaution of removing all copies of The Decamnan from the school 
library. I tell the students that they should not try to look up the da; in 
The Decameron and that they will be evaluated on how they prove their 
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choice rather than on itie choice itself . (At least tv.o or three students 
uill lell me the next day that the books are missing f rom the library, 
alt[ioiiu:h ihey were not trying to look up the answer when ;.iev discov- 
ered this interesting fiict.) I eliminate Day 9 f rom consideration because 
it precludes the need for a choice. I lie students quickly recognize that 
days 4, 5, and 7 are not possibilities; but that still leaves six possible 
days. 

riiese writing assignments have several common components. Thev 
rt^juire a choice. Tlie students must understand that thev can onlv 
select one alternative and must treat it with conviction. The assignments 
re(jiiire the use of example and incident to illustrate the choice. They 
require logical development by means of fact ami k :ison. Thev also 
require the verbal support ot the individual or gioup Josi importantly, 
none of the assignments has one '*right" answer. 

The preparation of a written report is similar to the pieparation of 
an oral presentation. Both require a complex thought piocess that is 
muf h more formal than the thought process re(|uiied for dailv speech 
or simple decision making. With this in mind, I carry my goal one step 
furtlier in my senior advanced placement Knglish class, which studies 
British literature chronologically. I explain to the students at the begin- 
ning of the year that 1 cannot possibly present all of the literaune 1 
would like to, so part of the responsibility falls to them. At the end of 
each unit, the class divides into groups of two or three students. Kach 
group selects a piece of literature from a designated list. The list for 
the Renaissance might include Dr. Faustus. llw Duchess of Malju The 
Fame Qitenu\ and Epithalamion. The unit on the birth of the novel 
might include Rohiusou Cntsoe. GuHmrs Travels, and Moll Flanders. Each 
group must submit a written presentation to me and make an oral 
presentation to the class, complete with visual aids. The students goal 
is to give the rest of ihc class some basic, working knowledge of the 
piece presented. They must choose the work of literature and the 
method of presentation; they must do the reseairh; they must decide 
the thrust of the presentation: they must cope with the logistics of 
meeting together and working equally. The results have been diverse. 
My favorites have been a modernized, "Alice s Restaurant" version of 
Robimon Crusoe, with Crusoe living in an abandoned V W bus in the 
middle of Central Park, and a videotaped "People's C:()urt" in which 
Orwell sues Huxley for plagiarism. 1 especially enjoy the sense of 
closure such a culminating activity provides. The students transfer their 
knowledge of the age we have just studied to a specific piece of literature, 
and they utilize the skills of judgment and inference, both sophisticated 
thought processes. 
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One of the two niajoi projects of tlie year for these seniors is reading 
I hoinas More's Utopia and crcaJing a group Utopia niodclecl after 
More's. The students must phui hoth physical characteristics of the 
environment and social and govei niiiental behavior. I recjuest that the 
students prepare an outlined (nerview of the entire society using such 
general headings as Physical Plant, Industry, Parenting, Kconomy, Rec- 
reation, and Government. Then I ask each group to focus in detail on 
one of the headings, (kirrenth; I have five Utopias displayed in my 
classroom: lerra Miranda, a tropical, recreaiion-oriented society with 
zero population growth and pure democracy; Sentry (^ity, a socialistic 
oligarchy hidden in a mountain; VllC ( Totally Benign (Community), a 
domed island reliant on superior intellect and ESP; Project KS(v8, a 
space station complete with hydroponic gardens, intense education, 
and strict criminal justice; and Athalantis, a self'-suflicicnt agricultural 
society. During their presentations, the groups are challenged by the 
other students and rn ^st defend the communities they have designed. 
The emphasis here is on creativity, yet the students are accountable for 
their logic atid decisions. 

During the course of the school year, most students progress from 
sketch)' logical arguments to f ully developed reasoning. Iliey examine, 
employ, and question reason and logic and have f un doing so. 
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Write on the Reading! 



Adcic Kidcrei 

Siarsdalc Pid)lic Schools. Scarschde, Nnv V)i k 

Why ask students to write !o learn? Rather than simply reading a new 
subject matter in response to a teachers questioiis and looking for 
predetermined right answers, students will learn more if they btrome 
actively involved with the written material by trying to interpret what 
they have just read. 

I Ibund a painless, even enjoyable, way to bring about this engage- 
njent between reader and writing by encouraging my students to talk 
back to the writer The>' react to the text by writing on the page itsell. 
For this purpose, I provide them with a duplicated page of the reading 
assignment. This means we aren't limited to reading textbooks; we use 
newspaper and magazine articles, excerpts from library books, even 
drawings. 

In our social studies curriculum, my fourth graders studied Native 
American culture. I prepared for this unit by duplicating a description 
of the potlatch, a gift-giving custom of Northwest Indian tribes. I left 
wide margins around the printed text so that my students would have 
room to write their comments and questions on the paper The excerpt 
included vocabulary and concepts new to the class; the youngsters 
would have to scrutinize the material closely to comprehend it. 

First, using an overhead projector, I demonstrated how to do "think- 
writing" on a page of written material. On a transparency of the page, 
I wrote the word why next to the line that read "Everyone who received 
an invitation knew he had to accept or be disgraced," and I said aloud, 
"Why would people be disgraced if they didn't attend?" Then I circled 
the word recipient and drew a line to the margin, where I wrote, 
"Receiver? the person who got the gift?" I explained to my students 
that those were my guesses for the meaning of the word recipient. Near 
the end of the second paragraph I wrote, "Oh, this is one party I 
wouldn't want to attend." 
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A((h*ifif'.\ to Amnupaiiy IJtvrature Siudy 



Like the Sioux, the Northwest Indians held give-away 
feasts, known as "potlatches. ' but they were given in a much 
different spin t from those of t he Sioux. A potlatch be - ^^n when 
man decideil lU makti a public announcement that he had 
^the right to some very important name, like Always-Giving- 
C\ec\( Away-Blankets-While-Talking. Too-Rich, From-Whom-Pre^^ 
N gents-Are-Expected. or Throwing-Away-Propert^f fb assem- 
ble his guests, among whom he always numbered his 
greatest riv a[s and enemies^ sent messengers by canoe, . . 
sometime <^undreds of milRsb vto\A/ ! x^ '^V jP 

^ Everyone who reccivpd an inmtattnn knetAj fhe had t^ ^C<2S^' 
accept or be disgraced - Quests came withyio spirit ot cel^^> — V^/jiw^ 
Braiion^rTne^M to eat everything that was put before ' 
them, nc matter how uncomfortable it made them. They had 
to listen to long, insulting speeches from their host, who 
bragged insufferably about the greatness of his new name. 
Wbrst of alt was the time after the feasting when the host 
began to give gifts. To his worst enemy he presented the 
biggest pile of blankets or perhaps one of the copper plates 
worth several thousand blankets. The recipient knew that he 
must give a potlatch of his own and return a gift of much 
greater value than the one he had received. The host was 
really lending out blankets at interest, and custom required 
the guests to pay it no matter how exorbitant the cost. In the 
KwakiutI tribe the rate of interest was one hundred per cent 
a year If a man did not repay, he was utte rly disgraced, and J X /^T"? 
it^sometimes happgnpd that/ fie sold himsert mtn sraverv irty ^/oi^^ftl 

^^der to discharge the debt. I 

Vo» Gifts were both^ a fonm of investment and af meanFon 

(3|-f?'?''''^^ ^ging w a^"rich leader in one village could get revenge on 
I a leader in another by forcing him into bankruptcy. In addition, 
1^ j*^.. he might disgrace his enemy by showing how muc h property^ y ^-jXiQ-/- 
in addition to the g ifts, he co uld afford to destroyj He might ^ 

f)w a copper plate into the fire where it melted down and 
n dare any of his guests to do the same. Me might tear i 
lutiful blankets, knock hole s in the bottoni_o L 
106, bum his house do wner ev^ kilTa^siaye ,gL!5?g 
Bsts who could not equaTthese feats of destruction wen 
away in shame. 



Figure 1, One fourth grader's "thinkwriting." 
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Like the Stoux ^^Jfaa^^^Q^thwest Indians held ^ive-aw a^ 
feasts, known as ^potla tgies^ but they were given in a much I 
different spirit from those of the Sioux. A potlatch began when 
a man decided to make a public announcem ent that he had 
th e right to some very important name. like/ Alwavs-GivinQ- 
'^Ewiy-Blankets-While-Talking, Too-Rich, From-Whorrv 
^nts-Are-Expected. or Throwing-Awav-Propertv/ Tb assem- 
bl e his qg^sts. among whom he always numbered his 
greatesThval^nd enemies, he sent messengers by canoe, 
sometirnS hundreds of miles. 

Everyone who received an invitation knew he had to 
accept or b e disgraced. Guests came with no spirit of cele- 
bratiorjTor they had to eat everyth ing that was put before 
^em^ Jno matter how uncomfortable it made them. They had 
to listen to long, insulting speeches from thetr host, who 
bragged insufferably about the greatness of his new r^me. 
Worst of all was th e^time after the feas ting y/hpn thp f^gRt 
began to give gifts) " To his worst enemy he presented tht 
(biggest piie oi blanket s/br perha ps one of th^^aSpper platei 
wort h several thousand blankets^ he recipienHriew that 
Vjmjst give a potlatch of his own and return a gift of mud 
^ [yeater value than the one he had received.^ Fne nosi was 
reaKy lending out blankets at interest^^and^ci gtom requir ed 
^sts to pay it no matter hoy^ xorbitantj re cost. Irrthe 
lwakiuti)lribe the rate of interest was6ne hundred per cent 
If a man did not repay, he was utterly disgraced, and 
it sometimes happened that he sold himself into slavery in 
— " 2\ order to discharge the debt. 

' t rt t*^ both a form of investment and a means of 




^wagingjwar. 



A rich leader in one village could get revenge on 
^"aiS^er in another by forcing him into bankruptcy. In addition 
he might disgrace his enemy by showing how muc h property, 
in additiontot he^qifts. he coukj afford to destrovJ He miohl 
throw a copper plate into the fire where it melted downand 
then dare any of his guests to do the samei He mioht tgar up 
beautiful blankets, knock holes in the bottom of his best 
canoe, bum his house down, or even kill a slave or two. 
Guests who could no*, equal these feats of destructi on went} 
away in sha me. ^ 

? ^^^^ kJ 



t 
c 



^ £>cid 





Figure 2. Another fourth grader's 'Ihinkwriting." 
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At tivitit's to Accompany Litnature Study 



As ! (listnl)utcd copies ol' the excerpt about the pothttt h. 1 exphtiited 
to my students thai they were to write whatever came into their minds 
as they were reathng. In a wiitteii (halogue they weie to tell the author 
ol the article what tliey thought about something thev had just read 
and to indicate if they did not understand something the author w rote. 
II they came across unfamiliar words, thev were to guess at the 
meanings. Just as ! had done. Since the excerpt had no title. I hey were 
to write a title in the top n)argin. I a.ssured the students thai there were 
no wrong answers in "thinkw riting." and that spelling, punctuation, 
and grannuar did not matter here. 

As the students read silently, they wrote. Many of dieir responses 
were questions alx)ut words and phrases — "What does that mean?" — 
accompanied occasionally by guesses. Other responses were comments 
about how the host ol the potlatch, with much insult and boasting, 
would give away his possessions, which I'oRed the guests to reciprocate 
with a gift cf greater value, ol'ten causing bankiuptcv: 

I would hate that. 

Why did they pick those kinds of names? 
Why couldn't they ref use to come? 
That s dumb. 
There goes his canoe. 
Why would he do that to his property? 
I don't understand that. 
I hate slavery. 

That would make him the best. 

These brief written comments were visible and concrete evidence 
that each child had really tried to learn something about the potlatch. 
No two pages of "thinkwriting" responses were alike: each student had 
attempted to make personal connections between his or her own expe- 
riences and what the writer was saying about this custom, which seemed 
strange to the students. Two examples of "thinkwridng" appear in 
Figures 1 and 2.* 

By ciR-ling phrases and sentences or by highlighting them w ith light- 
colored felt-tip markers, m\ students indicated to themselves and to me 
which parts of the excerpt had interested or intrigued them. T he 
following day we discussed in small group conferences the words or 
phrases to which students had reacted by "thinkwriung." Their talk 
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rellened true uiidcrsiaiidiiig ol the reading. Siudcius condiKlcd die 
assignnicMU by suniniarizing wiiai tlicy had learned and wiiai ilieir 
reactions were by writing once again, this time in dieir social studies 
journals, 

" Thinkwriting" or w i itiiig on the reading has become a successf ul 
stiategy in my class lor introducing students to new si3l)jects and foi 
helping them learn through interpretation and comnioitary 

Note 

I. The text I disiribuicd came from Svdnev \L Fletcher's Amnicau Indiatis 
(Grossel and Dunlap. 1954), I0(>-I08. 
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The Spheres of Experience: 
A Schema Theory for Writers 



Jeanne Gunner 

University of (California, Los Angeles 

Researchers in language skills tell us thai students can read most 
effectively when they have some intellectual context, or schema, for 
their u-ork. When students confront new information or think about a 
topic in what is to them an intellectual vacuum, new information and 
ideas often pass through their brains, finding no ready place to alight 
and be assimilated. Wc ail know the feeling of confronting some new 
concept that seems totally foreign to our experience. Spend a few 
minutes talking to a chemist, an electrician, or a banker; if you are 
unfamiliar with physical theory, electronics, or high finance, you can 
quickly get an overwhelming amount of information that you may hnd 
vaguely apprehendable at the moment but whose sense seems to eva- 
nesce with the conversation's end. When we ask questions because they 
have personal relevance, however, and when the answers relate to some 
sphere of our experience, then the information **clicks." We can ask a 
pharmacist about how a new prescription should be taken and can 
understand why one compound must or must not be mixed with 
another; we quickly learn that electromagnetic or heat forces endanger 
our \iX)rd-processing disks; the real estate market becomes vividly alive 
when it is our own home being bought or sold. 

Even where we lack a sense of personal immediacy, when we don't 
perceive the new information to be directly relevant to us. we can still 
imagine a time when it might be, or we can empathize with its possible 
importance for another person, or we can enjoy the challenge of making 
the new familiar By the time we reach college age, most of us have had 
enough experience in life to create a theoretical context for almost any 
new idea. These are attitudes that we can become aware of and can 
learn to use, making them techniques for receiving and storing new 
information. In turn, we can use that assimilated information as 
stimulation and background for new ideas as we write. Thus the college 
studeni who creates a hospitable atmosphere for the new information 
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The Spfirres of Experinice 



he or she wislics to giiii i roni reading c an also benef it by using a similar 
approaeh to writing assignments. Instead of trying to work within the 
c'onlmes of what ?iia) seem an alien topic, students can train theniseives 
to begin generating ideas for wi ifing out ol' what they already know — 
not only about the particular topic itself but about the world, how 
people perceive the world, and the kinds of experienc es they commonly 
face in it. This technique, which \ call a schema theory for writers, 
in\()lves training students lo think about their essay topics systematically 
as well as creatively, with the goal of making an assigned topic compre- 
hensible, relevant, and unthreatening. I think the technique can be 
taught and encouraged in almost any ( lass in almost all academic fields. 
Because I teach writing. Til dis< uss how 1 teach my composition 
students to draw on their (>v;n spheics of experience to make writing 
and reading assignments easier to conf ront and complete. 

Overcoming Students' Initial Resistance 

In my developmental English classes, I believe in using truly academic, 
intellectually demanding material. The students read Plato, Voltaire, 
Freud, Pope, Machiavelli, Sartre; they write on myth, neoclassicism, 
genetic engineering, Marxisn^, terrorism; they analyze, define, com- 
pare, contrast, synthesize. Clearly, most of them have little familiarity 
with these names and concepts. Most of ihcm assume they will never 
need to, want to, or possibly be able to use such information. So with 
each new reading and essay assignment, the first battle is with their 
own sense of predetermined dislike and defeat. 

"I don't know history!" *'I hate literature!" "I was never good at 
science!" Take a moment to look closely at the structure of these student 
cominenis. They reveal a sense of polarity on tlu students' part: in 
I heir own eyes, students are egos separated from a given academic field 
by their feelings of suspicion, haired, and fear. This egoistic basis is a 
good place to start teaching the writing schema technique. When I 
hand out an assignment that elicits this kind of suspicious/hostile/ 
fearful response, I put the responses on the chalkboard (which deper- 
sonalizes them to a useful extent, so no student feels put on the spot). 
I ask the students to describe the feelings behind these comments. 
What usually niaterializes from our discussion is the recognition that 
there's a kind of intellectual bias at work. Like other forms of prejudice, 
intellectual bias is most often generated by unexamined feelings, not 
rational thought. I ask the students for possible ways of reducing bias. 
I usually focus on racial bias, since it*s a topic most students are familiar 
with in various ways. People, students suggest, can be open to learning 
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about others and can enipathi/e with their situations, forusiiii^ on 
shared coiuerns instead of irrational fears. We then (h aw the parallel 
between bias in general and intellectual bias. The challeni^e is made 
witi^out confrontation- students cannot afford to be intellectual bijj^ots 
aiifl must develop a way to take in what they may previously have 
rejected, been bored by, or found totally alien and niystif yiiii^. 

Identifying Spheres of Experience 

The next task is getting t!ie students to apply this liberal attitude to 
their specific writing assignment. lb begin the process, 1 ask students 
to name their spheres of experience. To reduce their initial perplexity, 
1 may list a few ways in which we commonly expe* ience the world, or 1 
may ask them lo list the ways in which ihey can react to a given situation. 
For example, I might ask them to examine their classroom roles. They 
arc students first of all; what sphere of experience does that involve? 
**Kducation" is the usual response. So then we put educational on the 
board as a way of describing one kind, or sphere, of experience. The 
students are usually friendly with each other; sociai then, names 
another sphere of experience. At this point, .students start making 
numerous suggestions, such as this partial list of spheres that one class 
generated: 



educational 


racial 


social 


physical 


romantic 


historical 


aesthetic 


nutritional 


financial 


family 


egoistic 


intellectual 


cosmetic 


sexual 


fantasy 


professional 


athletic 


pender-conscious 


religious 


paternal/maternal 


emotional 


St yle/ f ashion -con scious 


cieativj 


neurotic 


political 


objective/ rational 



With each class comes a new list, a phenomenon that in itself 
illustrates the seemingly endless creativity of human perceptions and, 
in turn, of basic writers as well. The terms on the above list have been 
refined, a valuable exercise in itself, as students work to make their 
terms precise and thus develop their skills in abstract thinking. The 
exercise helps them move from informal speech to formal, written 
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aaKlciiiic discourse. I liey liansforni a (oninicnl like "Well, you know, 
like when \()uYe liappy — not from doinjr anything l)ut from think- 
ing . . . about things, not now, in the future" into the term fantasy or 
change "Well, you go to work" into the term fmfrsswnal. 

Applying Spheres of Experience to Reading and Writing 

One very practical value of the .spheres-oC-expcrience approach is that 
students have the raw material for the technique inunediately at hand. 
An instructor can continually encourage this approach as a habitual 
way of thinking so that it's available to students as a conscious tool when 
they read and write, fhc techni(|ue also provides one solutif>n to writer s 
block by helping to free a student's creative and analytic thought from 
restrictive patterns. More generally, it helps students find ways of 
exploring topics instead of sim[)ly supplying pat answers. In one par- 
ticular assignment, I asked my students to read a selection from Homer s 
Odyssey and then write a short essi^y analyzing Odysseus's motives for 
taunting the Cyclops, whom he had already l)linded and tricked- By 
looking at the isolated incident itself, the students came up with routine 
responses like "he was stupid" or '*to get the Cyclops mad." When we 
went through the list of common spheres of experience, however, the 
students were able to generate new, more interesting, and more sophis- 
ticated possibilities: from family grew the idea that Odysseus was trying 
to make his "family," his people, proud of him, look up to him, and 
accept his leadership by proving his fearlessness. He was celebrating 
his creativity in having played such a clever and effective trick. He was 
showing that the gods must think highly of him since he got away with 
conquering the Cyclops, who descended from gods (a point generated 
from the term religious). The students were able to envision Odysseus 
as a thinking, feeling, aware individual by transferring traits from 
themselves to him in order to get at his possible psychology. In this 
instance, the technique helped the students move from simple reaction/ 
response through higher levels of thought to a written account analyzing 
Odysseus's behavior 

The benefits of the spheres-of-experience approach extend to read- 
ing assignments. Because students in my class are assigned readings 
that to them seem very difficult, it is especially important for them to 
have some way of demystifying the material. First I ask them to 
consolidate related information they already have on the assigned 
subject. When they were asked to read a selection from Castiglione's 
Book of the Courtier, for example, they first had to fill out a "reading 
sheei" consisting of such entries as "List other Renaissance works you've 
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read so far in the course"; "Describe the Renaissance altitude toward 
religion'*; "Describe the political atmosphere of a great monarches 
court." All the directives related to readings they had previously done. 
By reading (^astiglione in such a context, the students were better able 
to grasp his notion of "sprezzatura" and make inferences about the 
Value of elegant speech and personal style in that particular culture. 
The students who ran into difficulty understanding the work objectively 
were able to apply the spheres-of-experience approach. They asked 
questions modeled after "How does a courtier feel about family?" 
substituting the categories we had listed on the board (e.g., religion^ 
l<n*e, art, ego) for family. When a category seemed not to apply to the 
topic, they had to ask why not: was some other experience considered 
more valuable? A courtier clearly cared more for intellect, athletics, 
and style than for family and profession, for instance. In this way, no 
part of the process is a waste of time and effort, for the students get 
some specific result from each question they ask, which reduces the 
sense of frustration or defeat they may encounter as they read difficult 
materiaL Their work is also a prewriting exercise, for 1 follow it with a 
writing assignment that draws on the ideas they nave already generated. 
The process makes reading and writing preparation truly feed one 
another, and both are supported by the students' original thoughts. 
Oiven a writing assignment that asks them to analyze the value of style 
first for the Renaissance courtier and then more generally for people 
today, the students — who have already read with a context, synthesized 
background information, and explored the topic from many different 
perspectives by considering their own spheres of experience — are ready 
to write intelligent essays. 

Teaching thinking effectively seems to me to depend not only on 
finding the right techniques but on making those techniques habits of 
mind. Students should leave the classroom with more than notes and 
assignments: they need the intellectual training that allows them to 
transform information into knowledge and exercises into patterns of 
thought. The specific classroom practice 1 have described here provides 
this intellectual training, thus reinforcing one basic goal of higher 
education. 




Thinking through Dilemmas 



Ruth Vinz 

Boise High School, Boise, Idaho 

What a splendid idea Sartre had in MauMV. Remember the character 
Roqnentin? His mind seems to split in half , which gives him the ability 
to run through the streets of Bouville feeling the cobblestones under 
his feet while he writes down ihe experience as it occurs. Sartre 
captivates us with this technique. We are drawn to this evocative sense 
of simultaneity, of experiencing and recording an experience. Tm left 
with a dilemma when I think about the incongruity. How can the mind 
adjust to these very separate dimensions working as one? Yet that is 
exactly what occurs. The notion certainly stimulates my thinking. 

I want to understand how Sartre led me to belie\^ that his character 
could act, react, interpret, and record experience simultaneously. I 
believe '*e have this power — sometimes. I started to think about ways 
to tap such potential in classroom activities. 

I redesigned a unit in my literature and composition class for high 
school seniors after I thought about Roquentin and his multidimen- 
sional antics. The old unit centered on a study of Henry James's Turn 
of Ihe Scmv. Wfe probed the mystery and then focused on critical 
interpretation of this short novel. Yes, we had some personalized inter- 
action with the text, as Louise Rosenblatt would suggest. The culmi- 
nating assignment was an interpretive essay. 

In the new unit, activities build an awareness of how we think — the 
acrobatics and fluidity, the leaps of imagination, the grueling task of 
evaluation, the experiencing and recording and interpreting. Gymnas- 
tics of the mind, Vd venture to say. 

Liitial Writing and the Cataloging of Dilemmas 

After we read The Turn oj the Srreuf (many other novels or short stories 
would work equ.nlly well), exploration begins with three impromptu 
writing topics: **Are the ghosts real?** **Is the governess sane or insane?" 
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"Are the cliildmi guilty or innocent?" Writing serves as a tool lor 
discovery at this point Kach question encourages students to think 
through the complexity of dilenuuas introduced in the storv. After 
fifteen or twenty minuses of writing time, students have a better grasp 
of the deliberate amlMguity aud mystery, the uncertainties that carry 
no easy lesolutions. 

Stretch student imagination and thinking by following the 
impromptu writing topics with an oral cataloging of dilemmas in The 
Tuni of the Srmv. Students often begin with the governess, looking at 
her confrontations with the children, the ghosts, or herself. Then 
students move to less obvious confrontations: the uncle's lack of concern, 
the naixetc of Mrs. Grose, the letter from Miles's school. I record 
dilemmas on the board as students present them, lapping the powers 
of the right brain, I end the cataloging widi a visual demonstration as 
I prod for a kernel dilemma (e.g., knowledge versus iiniocence, good 
versus evil, imagination versus fact). Once we have established a core 
dilemma, I diagram, using concentric circles and connecting lines, the 
spidcrweb of interrelated dilemmas present ii? James's story. With little 
prompting, students take the lead in this visual pursuit, seeking the 
interrelatedness of conflicting forces. 

Student.^ challenge then'.selves to add circles by constantly moving 
into subtle realms, building circles based on setting, on character action 
or lack of action, on the appearance of outside forces, on silence, and 
on extenuating circumstances. They speculate freely when pressed to 
add another layer. Structural dilemmas, such as the half-frame where 
a love-struck Douglas begins a story hut disappears, never resurfacing, 
or the use of a manuscript rather than a narrator, provide students 
with new levels of understanding. Hidden dilemmas, the power of one 
dilemma to enhance anotlier, and the root or related roots of key 
dilemmas all add new connections. Students build a visual diagram, a 
record of their journey through James's story, showing relationships 
with lines, stars, and arrows. I find that this visual record of thinking 
brings power and sureness to the students' imaginative quest. 

Resolving a Dilemma through Oral Composition 

Next I ask students to consider possible resoli'tions not given in the 
story. There is one wrinkle rn the speculation— solutions cannot detract 
from the meaning or mystery of the story. "That is a tough proposition," 
students tell me. As students consider this next "turn" in our study of 
James's novel, I remind them that James tells us "the story won't tell" 
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C\). KxiKtly. Our new (lilcinnia, one wv will work with for ilic next 
several chiys, has i)eeii iiitrodiK ed. 

I ask stiidenis to write an imaginative and speculative addition to 
the work that will solve one of the story's dilemmas i)efore it happens, 
din ing a pivotal incident, or after the fact. As students create this new 
piece, they tap their own understanding of James's style, pace, and 
point of view. They engage in imaginative thinking when ihey consider 
possible additions, rearrangements, and deletions dependent on (exist- 
ing actions, characters, and events. Students fit their creative piece into 
the story line, matching the style so that a reader might not suspect a 
i)reaking point in the original. Some suggested topics include creating 
a dream sequence for one or more characters, w riting a diary entry or 
a letter that reveals information, having a character make a discovery 
din ing the story, w riting an end frame, and giving new action or speech 
to a character (e.g., a silent character might i)e given a voice). I know 
of no i)etter way to have students exercise their imaginations while 
studying literature. In theory and practice, students discover new ways 
of thinking about Janief«\s novel. 

I throw a final **turn" into this unit. Rememi)ering the divided mind 
of Roquentin, I ask students to write their additions to The Turn oj the 
Srmv in an atypical way. Students are to do their initial drafting and 
related i)rain work orally. Most of us carry on internal verbalizations as 
we write* but the audience for these dialogues is ourselves. In this 
activity, the writer will have an external audience for this verbal 
composing. 

The students form pairs. Oiic partner is the writer for the next two 
days: the other is the eavesdropper and interpreter of the writni*^ 
process. The writers are given a general way of solving a dilennna 
present in the story. Foi* example* students might solve a dileaima by 
creating a new character whose arrival interferes with or changes an 
outcome, or students might change an action or reaction of any one 
character. I have several options in mind and use different ahernatives 
for each menii)er of the pain Eavesdroppers in the first round »f*iid to 
jump ahead and start working on the assignment if they know the 
topics will be the same for them, and thus they lose the benefit of 
spontaneous oral composing. (Lxe writers have a clear iuea of the 
options, I give the fallowing instructions: 

Compose out loud. Say e\'erything that comes into yc^ur mind. 
Ciet the workings of your mind floating in the air in front of you. 
Verbalize all of your thoughts. Write down what you normally 
would write once you have orally sifted the chaff f>om the grain. 
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This is a good time to talk with stiulciit • ahoui die critical part of 
die writing iniiul. Rciiiiiul students how ninc h diiic they spend iiieiitally 
editing and critiquing before they put words on paper. Remind dieni 
of the opposite experience where '*fast writes" or "biain writes" lead 
them into tlic cieative part of their wi iting niiixls. 

The listeners need instructions also. This group eavesdrops on the 
writers* oral thinking. While the writers say everything that comes to 
mind and then write clown what they want in their first drafts, the 
listeners make notes. They observe the writers' thouglits. watch the 
writers' habits while composing, and interpret the type of thinking they 
observe. Listeners might consider how much time writers follow creative 
bursts, how much time writers spend judging and criticjuing their 
thoughts. How much time at speculation? At evaluation? In a real sense, 
eavesdroppers provide a link between thought and the written product. 
Listeners should not interfere or interject comments. They serve as 
recorders of the composing process 

This exercise magnifies the working of the writer's niiiicl, exploring 
and interpreting the unconscious processes of composing. It will help 
the student pairs develop sensitivity to the thinking that takes place 
during writing. One student recorded his partner Stacy's oral thoughts 
in this way: 

I'm intrigued by the nnde's silence in the novel and wonder il 1 
can bring him into the story without ruining the atmosphere where 
die governess must liinction alone. I want to give her sirengdi 
enough to control the situation . . . I must find a place where liis 
intrusion would seem natural . . . Where are the places that might 
work? The uncle could bring Miles home from school; he could 
escort the governess to BIy and see Quint himself. . . no, all are 
too obvious. One of the children could write for help . . . might be 
the best of all . . . Uncle resolves not to go or aid . . . one place to 
start this strand would be at the end of Chapter XV. Start the hint 
where James writes . . he marched off alone into church." I'll 
add "and he later proved full wit at trying to get his uncle's 
attention, but of that I will arrive all too soon." 

Stacy has begun with a thread of imaginative writing that will blend 
through several chapters. Her observer goes on to iiuerpret her brain 
writing: 

Stacy is a cautious creator. She is caref ul in preparing; she .scans 
sections of the book, pauses* looks at circumstances Ironi many 
angles. When a thought strikes her, she talks it out. She says it 
aloud to try ii on for si/e. Once she has verbalized ideas, she writes 
at a hurried pace. Then when the spun of writing is finished, she 
slacks off on her pace, studies the passage and begins her search 
again. 
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Stac y reflcrls on her own experieiu e: 

In the- pasi iwo days. I Icarnt d soniciliinjr ahoui niy.sell as a wntc-r. 
I sfc more ol ilie process I t?o lllrou^rJl. I (eel as if I have been 
honest with imself. I know ihat I am stuhl)()rn in writin^^ that I 
need to be more flexil)le. to allow mwscK to nio\'e on when I'm 
Slumped on a word or idea, h helps to hrini^^ my methods in the 
(jpen wlicMe I tan try to take advanta^a- of niy besi patterns of 
tlioujriu. I started thinkin^^ about the critieai/creative parts oi mv 
mind. 111 try new sirate^ncs eacli time I write. 

The exert ise is designed to make the initonscioiis conscious and the 
internal external. After two days* the listeners distiiss their reactions to 
the writers' mental flurries. Tlie pairs switch roles for the next two 
days, receive new topics* and repeat the process. The actual writing of 
the imaginative section of the novel is ongoing* as students rework and 
refine their final compositions. 

Such oral activity reproduces mental language and explores w riters* 
thinking minds. I believe this a.ssignment alters students* sensitivity to 
their thought processes. In a sense, these young writers experience 
conversations with themselves. They have a record of the workings of 
their imaginative and critical minds* the many chance associations, the 
give-and-take as ideas develop. The .setpience of logical thinking and 
mental leaps provides students with the fbotpvints of thought that help 
carry the.se w riters through the streets of ilieir own Bouville. Through 
the assignment* they develop better untierstanding of themselves as 
writers and the writing process. My goal is to create increasingly fluent 
improvisers, fleet of foot and mind like Roquentin. 

Reference 

James. Hcnrv. The Turn of the Scrno. New ^brk: VV. VV. Norton, 19()6. 
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Right On, Right Answers 



Lcc Mountain 

University of Houston, Texas 

Sharon Crawley 
University of Texas, El Paso 

Debbie is a joy to ha\e in class — except during open-ended discussions. 
Just when the discussion is going strong, Debbie har» a wav of frowning, 
raising her hand, and saying, *Tqu asked a qiiestio i at the start of this 
discussion. So far, Tve heard three different answers. Which one is 
right?" 

Then, invariably, Debbie is Joined by the other children in the class 
who want to be told the one right amwet: Of course, there is not always 
just one right answer, but just try to convince Debbie of that. 

Maybe, before Debbie's birth, her mother was friginened by a jigsaw 
puzzle. Maybe that would account for Debbie's conviction that there is 
always only one correct way to put the pieces together Or niayi^e 
woi kbook exercises have given Debbie years of satisfying reinforcement 
for her one-way thinking. After all, for a true-false statement or a 
multiple-choice question, there is only one right answer. 

But for open-ended discussions in such areas as language arts and 
social studies, Debbie needs to be able to switch gears. In these areas 
her one-way thinking is sometimes painfully inadequate. Literature 
preaches that the right answer for one person may not i)e the right 
answer for another. Open-ended questions are supposed to bring forth 
numerous *Yight answers," showing the diversity of thought within the 
group. The area of values clarification calls for each child to generate 
his or her own alternatives, so each child has to come up with more 
than one way to **put the pieces together** 

Children need to be able to switch hack and forth comfortai)ly from 
one-way thinking, wheie they focus on the one right answer, to open- 
ended thinking, where they consider numerous pos.sibilities, options, 
and alternatives. Since much of their schoolwork promotes one-way 
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thinking, many pupils share I)ehl)ic\s (hscomfon at more than one 
right answer, so they need help in traveling on a gradual path toward 
open-ended thinking. 

The following instructional sequence describes the Inst three ste|)s 
on such a path. After these rhree steps, which move from the com rete 
to the abstract, pupils are often able to keep going on their own. 

Step 1: More-Than-One-Way Puzzles 

can start with something tangibly concrete — cardboard puzzles, 
riiis is almost like starting in the enemy's camp since cardboard jigsaw 
puzzles usually promote one-way thinking rather than open-ended 
thinking. A few puzzles, howwer, can be put together in more than one 
way, as demonstrated by Joseph Leeming ( 1946, 111-17). Kven primary 
grade children can take a step toward open-ended thinking as they 
learn to put each of the following puzzles together in more than one 



The two shapes in Figure 1 — the cross and the square — are made from 
the same four pieces, which have been put together in two different 
ways. Both ways are "right.** lb construct this puzzle, draw on graph 
paper a cross in which all lines arc equal in length. l>ra\v line AE 
connecting two corners of the cross. Draw line CG c»>iuiecting ihe 
midpoints of lines BD and FH as shown and intersecting line AE at 
point A. 

Pnitagon and Square Puzzle 

The puzzle from Leeming s book shown in Figure 2 also demonstrates 
thai there can be more than one way to assemble four puzzle pieces. 
To construct this puzzle, draw on graph paper a pentagon in which 
lines AB, BC, and AF are of equal length. Draw line AD, with point D 
the midpoint on lii>e BC. Draw line DE, which makes ADE a right 
angle. 

L-Shape and Square Puzzle 

A third puzzle having more than one solution is shown in Figure 3. To 
construct this puzzle, draw on graph paper a wide L-shape in which 
lines AB, BC, and FG are of equal length. Lines AG, CD, DE, and EF 
are each equivalent to one-half the length of line AB. Lines BC^ and 
EG intersect at point G. 



way. 



Cross and Square Puzzle 




I) 




Figiirr 2. rt'nt.ig(>n and scjuarc |)u//le. 




Figure H. I -shape and square puzzle. 
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Step 2: More Than One Way with Letters, Words, anid Sentences 

Lei's move from these laiigibly tone i el e pu/./les to less (Oiiereie items, 
siK'h as letters, u'»:>rds, and sentences. (Consider tliis exereise, to wiiidi 
there are two eorreci answis: 

\bu have three letters — jf, /. If yoti ptiL them together as titn, 
they do not carry meaning and do not liorm a word found in the 
dictionary. Pnt the leuers together so that they do can y meaning. 

Ansu'er: not. Ion 

Just as the same puzzle pieces can be put together to make two 
dif fereni shapes, the same letters can l>e arranged to aiiake two dif ferent 
words. Here are other examples of letter combinations that can he 
arranged more than one wav: 



1. apl 


lap 


pal 


2. mgu 


mug 


gum 


3. pti 


lip 


pit 


4. ofmr 


from 


form 


5. tpes 


pets 


step 



A sixth example is ostp, which can be rearranged to form four words: 
spo(, tops, stop, and pots. 

It s a big intellectual jump to go f rom putting letters together into 
words in more than one correct way to putting words together into 
sentences in more than one correct way. At the simplest leveL children 
can work with scrambled sentences. The words y//«, Susie, and chased 
raw l)e put together as Jim chased Susie or as Susie chased Jim. The same 
three words form two different sentences that are equally "correct" but 
different in meaning. 

At a more complex level, a sentence can be pal u^gether in more 
than one correct way by punctuation. Mothn said MtDy can become 
''Mother,'^ said Maiy or Mother said, 'May-y. " An ambiguous sentence, such 
as Studetits are rciHiltinp, can be delivered with varying intonatie)n pat- 
terns and facial expressions to demonstrate again that the same three 
words can produce sentences with two dif ferent meanings. You can use 
puns and double entendres to develop the idea still fin iher. 

Step 3: More-Than»One-Way Techniques for 
Generating Alternatives 

Steps I and 2 have encouraged pupils to find more than one answer 
The next step is to help each pupil gnierale more than one answer You 
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want to develop open-ended thinking to the point uheic pupils can 
come up with alternatives and maybe even clioose from among the 
alternatives. 

Again yow can start with tangible, concrete objects, such as those 
u.sed in still-life paintings. Put such objects as an apple, a book, a scarf, 
a vase, and some flowers on the table. Ask each student to work out 
three different arrangements of these objects. If you want to progress 
to the idea of choosing from among alternatives, you can have each 
student decide which arrangement he or she likes best. After classmates 
have seen the three arrangements, they can vote for the one they like 
best. Sometimes the student's favorite differs from the classmates' top 
clioice, which provides another example of more than one answer 

Sociodramas can help students learn to generate multiple alternatives 
for a simulated real-life situation. In the following transcription of a 
sociodrama concerning the selection of a birthday present, the initial 
conversation shows that these students are able to do open-ended 
thinking. They take the time to generate many alternatives before they 
even approach a decision. 

Clifj: I wish we had more than a dollar each to spend on 
Michael's birthday present. You can't get much for a 
dollar 

Rocky: All thi ee of us could put our money together for one 

present. Then we'd have three dollars. 
Candy: Or we could split up the money for one two-dollar 
present and one one-dollar present. 
Cliff: What do you think Michael wants? We can't decide how 
to split the money until we figure out what we're going 
to gix-e him. 

Candy: How about a ball or a book or a game? 
Rocky: Or candy or a bat or balloons? 

Cliff: Let's make a list of everything we can think of that he 
might like. T hen we can start narrowing down. . . . 

Compositions often reflect how children have progressed from one- 
way thinking to open-ended thinking, as demonstrated in this sixth 
grader's story: 

The volcano erupted. Cindy and Laurie saw the lava coming, 
Laurie just ran. She was a one-way iliinker She coiildn t think of 
anyihing lo do Inn run. The lava ran fasicr ihan Laurie, so thai 
was I he end of her 

Cindy was a niore-than-otic-way ihinkcr. When she saw the lava 
coming, she clim!)ed a irce. The lava piled up higher, so she swung 
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o\v\ to a roof . It i^ot liij;lici- still, so she waved lo a hclicoptor and 
it kcd hvY up. 

MORAL: ^bll^c* j;ot a better diaiue il you are a niore-than-oue- 
uay thinker. 

And as a teacher, Nou've got a belter cliaiue for open -ended discussions 
if you promote niore-ihan-one-way thinking. 

Reference 

l.eeniiiig, Joseph. Fuv with Puzzles. Phila(iel})hia: |. l\ I.i|)[)iiicott. 194(). 




Critical Thinking through a 
Community of Inquiry 



Kiistine Rieinanii' 

Alamo Heights Junior School. Saii Aiiioiiio, Icxas 
Ibiiy VV. Johiisoii 

University ol Texas at San Antoni(3 

"Fd like to make a rebuttal to Anne's connncni/' 

This remark could ha\-e been made by a college student participating 
in a philosophy seminar or by a high school student engaged in a 
forensic debate. In fact, it is a statement niade by Jason, one of my 
sixth-grade students. 

Critical Thinking in the Classroom 

Early in the school year my sixth-grade language arts class began using 
the nov*^l Haiiy Stotllnneier\s Discoi'ery as a vehitie for developing a critical 
approach to learning. In chapter one of the novel, Harry, a ten-year- 
old boy, becomes interested in how rearranging sentences af fects their 
meaning. He learns, for example, that true statements such as "all 
cucumbei s are vegetables" become false when reversed to **a!l vegetables 
are cucumbers." My students were intrigued over whether Harry dis- 
covered or invented the rule that a true all statement becomes false 
when reversed. To help them explore the dif ferences betv.een a discov- 
ery and an invention, I used an exercise from the teacher's manual 
accompanying the novel. 

The class generally agreed that a discoxery is something you "know, 
but can't prove.** As Sam suggested, a discovery is "already there and 
you Just find it." They wer^i? willing to accept electricity and America as 
examples of discoveries. Invention, on the other hand, they defined as 
something not already in existence. Again Sam added clarilicaiion i)y 
remarking that invention takes ' the pieces that are already there and 
builds something new from them/' The class accepted the electric light, 
television, and soap as examples of invention. 
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I'he class quickly locuscd on one item for discussion. Dclerniining 
whether the dexelopnienl we call a city was a discovery or an invention 
piqued their interest, noisily dividing the class. On tlie side of discovery, 
a lew students olfcred explanations that are sununari/ed helow: 

Klaina: People didn't plan who would be whose neighbor. 

(!hris: I'he city just came into being as settlements spread; people 
came together because ihey needed Jobs; buildings were built. 

Julie: Populations in certain places grew by coincidence and thni 
people instituted a government. 

A much larger — and less unified — group espoused the position of city 
as invention. The following summations exemplify the students' 
responses: 

Monty: A city was preplanned; someone brought people to the 
existing land and used the existing resources to make something 
new. (Monty supported his position with the example of an eastern 
settlement developed by Ethan Allen.) 

Jolm and Roger: People did not just happen to build next to one 
another; rather, they chose to build near each other. 

Mark proposed that the core issue seemed to be whether a governing 
body decided to build a city (invention) or whether a city Just grew and 
then people set up their government (discovery). At this point, the level 
of disagreement was so high that the students asked me if we could 
take some time to research the issue and have an informal debate. 
Delighted by their enthusiasm, I agreed. Students used our class library 
time and their own time outside of ( l.jss to read encyclopedia and other 
reference articles and to ask questions of parents, social studies teachers, 
and friends. 

When their research was completed, class time was set aside for each 
of the opposing factions to meet and consolidate its information. I'he 
smaller **discovcry'' group innnediately elect -i a chairperson and qui- 
etly organized its defense. The larger **inve!ition" group spent a g<M>d 
deal of time arguing loudly over who would be in charge and how they 
would proceed. Three subgroups evolved and finally set to work. I 
watched as the two groups prepared for the debate. 

As a class, we decided on the formal of the debate. Each side would 
be allowed two to three minutes for a representative to pres< Mt fact^ 
and reasons that supported that group*s point of view. Then two other 
representatives would be allowed to follow up these points, argue for 
their side, and add any nrlevant details. The students requested that 



126 



Critual Thinking thnmgh a Community o] Inquiry 



we iiiviie our school counselors to aiteiul so iliai ilierc would he a wider 
audience lor ihe debate. 

The debate iisell v as run with efficiency and dignity. Both sides 
presented sound arguments and solid support lor their positio'.is. No 
clear winner emerged, but the whole class ohviousK gained. We had 
experienced education as it should occur — teacher directed, but not 
dictated, and solidlv student centered. 1( was a delightful way to meet 
several reading, writing, oral conniiunicalion. and stud\' skill objectives 
from our curriculum guide. 

The Philosophy for Children Approach 

Han-y StotilfTneitrs Disawny is the first and most widely used of the 
Philosophy for C;hildren novels developed by Matthew Lipman, director 
of the Institute for the Advancement of Philosophy for C:hildren.- In 
the 196()s Lipman, then a professor of philosophy at C^olumbia Univer- 
sity, became increasingly alarmed at his college students' inability to 
understand and follow the rules of reason, <^nd he realized that students 
needed help in developing their reasoning skills long before their college 
years. He decided to try using the novel as the medium for introducing 
children to both the formal and informal rules of thought and wrote 
Hany Stottlmeier's DLsrm^nry as a child miglit tell the story. For more 
than a decade. Lipman has been a pioneer in the critical thinking skills 
movement. In addition to the Hayry program for fifth and sixth graders 
discussed here, Lipman has developed critical thinking skiUs programs 
for younger children (the Kio and Cm and the Pixie programs) and 
sequels to the Harry program for adolescents. All programs are based 
on the assumption thai children's natural inquisitiveness is their main 
tool for making sense out of their world. Yet formal education often 
squelches this natural sense of wonder. 

When I first learned of the Philosophy for Children approach 
(Brandt 1982). I realized that this program wx)uld enhance my efforts 
at helping students develop their critical thinking skills. I have now 
used the Harri novel for two years and can report that it has fostered 
active student involvement and has aided the development of their 
higher-level thinking. 

Designing the Ideal School 

To some degree, my students identified with Harry and other characters 
in the novel. Specifically, my students had wondered about the impor- 
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taiice ol what they \\<tc learning and were drawn to an episode in 
Hav)^ Ibtiising n\\ whv wc are in school in the hrst phice. In the episode, 
Mark jaliorski, one ol Harry's friends, gets angry at his teachers lor 
"always trying to fill my mind full of all sorts of junk. . . Harry, Mark, 
and Mark's sister, Maria, engage in a conversation about adults, partic- 
ularly teachers, and why they l^ehave as they do. Mark claims that all 
courses and all schools are bad because ol "grow n-ups." Maria, uncom- 
fortable with Mark's assertion, adds that "someone has to run the 
schools, and so it has to be the grown-ups, because they know more 
than anyone else." As the conversation continues, Harry points out that 
it is not a question of whether grown-ups or kids should rim the schools, 
but whether ."schools should be run by people who know what they Ye 
doing or by people who don't knov; what iheyVe doing. 

My students became intrigued with the question of whether grown- 
ups, including teachers, really do know what kids need in order to 
learn. They insisted that much of whai we do in school is a waste of 
time. In response to my question of how to make school better students 
decided to design an ideal school. 

The class be?an to discuss the characteristics of an ideal school. Each 
student prepared a list of the thingj; such a school requires. Working 
individually and in small groups, the students began the process of 
sifting out silly and superfluous ideas and reaching consensus on major 
points. They soon realized that their lists lacked both depth and 
consistency. Items ranged from less homework to a larger lunch menu 
and from bigger lockers to free taxi passes. As one boy pointed out, 
"We're arguing about the color of the carpet and we haven't even built 
the building." 

Frustrated with their lack of progress, the siuden'-^ agreed to estab- 
lish goals first and then to proceed accordingly. After lengthy and 
heated deliberations, the class concluded that the primary goal should 
be for "more useful learning to take place than the aver^ gc junior 
school provides." The class enthusiastically agreed that whi^^ learning 
facts is important, it is equally important to develop the a^.l^:ty to use 
those facts. 

Having established the goals, students began investigating various 
other aspects of their ideal school. New committees were lormcd to 
determine the role of teachers and administrators, to e.camine equip- 
meiii atsd building needs, to develop academic and .special subjects, to 
select books and other materials, and to decide upon grading and 
di.->cipline procedures. Students tended to be much rougher on them- 
selves in grading and discipline than they wou'd ever allow us teaciiers 
t-. be. 
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Students I)cgaii to sec iliat < oiiclusions reached by one connnittec 
allcctcd the work of other c onniiittees, 1 hroujj^h tliis process the\ came 
to an iMiderstandin^q^ of the coniplexitv of schooling and gained an 
appreciati<;n for the dif ficuhy that parents, teachers, aiid administrators 
face in coordinating the many facets of education. The interest gener- 
ated by this project sustained itsdf Over tiirec months of active student 
involvement, and Harvard Juiiior S< hool (the name selected by the 
students) ijecame a paper reality. An eleven-page i)ooklet about the 
school took form on one student's word processor and was admiied bv 
all. 

Discussing the Mind and the Brain 

In the Philosophy for Cihildren novels, inteiicctual in(|uiry almost always 
occuis in a public place with two or more cliildren engaged in a 
conversation aijout something that is puzzling them, The discussion is 
usually iniiiated by a charac^M' who encounters a c^Mif'using siiuaticn 
and seeks help from friends to figure it our. While the problem itself 
is usually phihi.sophical in nature, the childrens manner of coping with 
it is oi more significance. Naively sharing {iw'ir sense of wonder, these 
children demonstrate a wilJingness to express their most private 
thouglits, to ,idmit their ow n ignorance or bewilderment, and to over- 
come their fear of being dillerent, focilish. or stupid. In this manner, 
children in the novel model for students in the classroom a genuine 
conniiunity of inquiry. 

For example, a conversation in tlie 7«r?T novel alxnit the workings 
of the mind led to a thoughtful classroo n discussion about the mind 
and the brain. Although I did not ask for metaphors or analogies (both 
recently studied), students' remarks inchided some clev^^r figures vi 
speech: 

Anne said thai the mind is a TV and that people change their 
thinking by turning to a new channel- 
Justin s )w' the mind as an invisible place in the brain that stores 
informa.ion. Jay wanted us to be somewhat more specific, < ailing 
the mind a part of the brain that stores memories or thoughts. 

Mark contended that the brain is for thinking and the miiid for 
dreaming. 

Chris likened the brain \c a library and ihe mind to the pages of 
the books in ihe librai y. 

Rusty called th brain spaghetti surrounded by meat sauce and 
the mind ihe smart part of the spaghetti. 
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As with our disc ussion of (liscovery and iiivenlioii. the students wcr- 
stimulated to learn more, rwenly-tliree libiary hooks on the mind, the 
brain, and related topics were displayeti in the classroom for a week, 
and students browsed through them during study time. Many showed 
me passages that supported their points of view or shed new light on 
something that had puzzled them. Often students \u)uld share their 
insights or thoughts with other students. Our classroom was trans- 
formed into a community of inquiry in which we taught one another 
and became colleagues investigating important issues together. 

A Sense of Community 

This sense of comnuniity was one :)r the major benefits my students 
and I gained from using the Philosophy for CHnldren approach. For 
the first time in thirteen years of teaching, I found myself orchesi rating 
learning rather than selling it. My students spent time searching for 
ways to apply what we were currently learning to other questions. 
Beyond that, students began finding relationships between stories read 
early in the year and those read much later. They took pride in 
discovering the ways our language arts subjects fit together and how 
concepts carried over from subject to .subject. Students comfortably 
challenged me to show how lessons such as diagramming sentences 
would improve their minds. And they accepted my explanations because 
we were jointly approacliing the learning task. That level of trust — and 
its ;acompanying enthusiasm — promoted a year full of "useful educa- 
tion" where more learning took place than customarily occ^irs in a 
^ixth-grade classroom. 

Notes 

1. Krisiiiic Riemann narrates here, but the paper is a collalxHative effort 
with lony \V. johnson. 

2. lor more inforniaiion about teaching ( liiidien philoso(3hv, write to The 
Insiinnc fov the Advaix cment of Philosopiiy for Chikiren, Moiinlair Stale 
C College. Uppei Mo!U( lair, N j 0704 '^r. 
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Advertising Gimmicks: 
Teaching Critical Thinking 



Leah Rudasill 

Belton High School, Bclion. Texas 



V\e hve in a uxjrld full of color, movement, bright music, and slogans 
that our young people remember more easily than the names of their 
cousins across town. They often have a difficult time separating adNer- 
tisements from **the real thing." Despite our protests, children know 
that no one can argue with a taste test. Special jeans do attract the 
opposite sex, and a futuristic sen ter will speed them ahead of their 
friends. As Donald Tutolo (I98I, o80, wri es, students give cre dibility 
to the concepts that they hear and see the most. But with our assistance, 
students can learn to think carefully about advertising. 

My English I high school students and I study advertising propa- 
ganda—how and why we all get *suckered" by products and promises. 
In a three-week unit, we examine the advertising gimmicks used in 
magazines and on television. Students have fun durmg the unit, but at 
tht- same time they ire utilizing such high-level thinking skills as critical 
thinking, analysis, methods of persuasion, assimilation, creation, and 
evaluation, and are getting practice in writing and speaking. 

I mtrodu^e the unit v.\h a short quiz in which students identify 
often-heard advertising slogans, such as the following: 

1. Oh, what a feeling! 

2. Where s the beef? 

3. Kills roaches dead. 

4. The choice of the new generation. 

5. The Breakfast of Champions, 

6. Reach out and touch someone, 

7. Don't leave home without it. 

8. The cheese that goes crunch. 

9. Snap! Crackle! Pop! 
10. The Uncola. 
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Most of the slogans aie familiar to students, riirough repeated ex|)0- 
sure, tliey have become today *s advertising experts. 

After the quiz, we discuss the different tricks advertisers use to catch 
and kci p an audience. The students brainstorm types o;' gimmicks, 
such as die following nine categories: 

1, Sex Appeal: I he use of sex to .sell a product. 

2. Stiol) Appeal: The consumer will join the ranks of the elite In using 
the product. 

H. Appeal to Traditiou: The manufacturer says to the consunien "Wc 
have made the best product for over one hundred years.' Ex|)e- 
rience is the key. 

4. Appeal to Autlwiiiy: This selling device depends on a spokesper.son. 
a television star, a well-known athlcie, or a public figure to endorse 
the item. Use of die product will make the consuiiicr as weahliy. 
famous, talented, or beautiful as the spokesper^Mi. 

5. Outright Propaganda: If the consumer docs not buy this pioduct, 
he or she will become a social outcast. 

6. Plain Folks: Reverse snoo appeal applies here. "CJood of boys like 
us believe in plain, good-quality items. None of this fancy stuf f ." 

7. Something for Nothing, or More for Less: This gimmick suggests a 
product Is of better quality than its higher-priced competitors. 

8. Appeal to Excellence: This giiiimick closely relates to snob appeal. 
"Only the best is good enough for nie.'' 

9. EinyoneFMe Has Oiie: This technique is effective with most of us, 
who don't want to stand out by being different. 

Af ter my advertising experts have identified a list of tricks, they form 
g! oups of three or four students. I provide paper, scissors, tape, and a 
stack of magazines for each group. Their a.ssigiinieiit is to find and cut 
out at lea.st two examples of each gimmick on the li.st. I1ie ads are then 
grouped to make a book, with the particular advertising technique 
identiiied on the back of each page. By the end of three days, most 
gioups have completed their books. 

A clo.ser look at televi.sion advertising is the next .step in this unit 
pionioting critical thinking. Yor one or two cla>s periods, we view 
commercials videotaped f rom prime-time television programs. We dis- 
cuss again the tricks used to hook the consumer. By this time, the 
students are quick to identif y the particular psychological persuasion 
used. As experts, the young people are fascinated !)y viewii^g the ads 
in a new light* 
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After this ininireview, suicicius lorin small grou])s of two or three 
students. Their assignment this time is to write a coninierrial. l lie 
groups spend several days drafting and discussing ideas, and then each 
group selects one product to advertise. I'he students write the .script 
Ibr the ad, including dialogue, setting, and a description of what the 
caniera will see. They rehearse their conuuercials during the next class 
period, and on the following day \ videoia|)e the conuuercials. 

At this point the students need to review the purpose of the assign- 
ment because most have been intent on producing a conuneRial that 
was either funny or cute, without realizing that they, in everv case, used 
the .same persuasive techniques found in the professional ads. As we 
watch the students' commercials and laugh, we analyze the techniques 
used. The revelation that they borrowed tlie advertisers' gimmicks for 
their own ads shocks my students and drives home the lesson. 

Simple exposure to the ps>'chological "hooks" present in these adver- 
tisements makes students aware of the role that critical thinking should 
play in their lives. In his classic exploration of advertising, Vance 
Packard ( 1957, 3) warned that "large-scale efforts are being made, often 
with impressive success, to channel our unthinking habits, our pur- 
chasing decisions, and our thought processes." h is essential that we 
teach young people to analyze what they see and hear. The l)usiness of 
manipulating minds become.'^ more commonplace, yet more subtle, 
every year. Advertising works "by making the consumer hear things 
that are not being said, accept as truths things that have only been 
implied, and believe things that have only been suggested" (Tutolo 1981, 
680), We must make our students aware of the empty promises of hope, 
vitality, prestige, and athletic prowess hidden in the ads for beauty 
cream, orange juice, automobiles, and tennis shoes. 

References 
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Uitolo, Daniel. "Critical Listening/Reading oi' Adveviiscmcmsr iMiifriw (re Arts 
.58, MO. 6 (September 1981): 679-83. 
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The Uses of Logic in the College 
Freshman English Curriculum 



Angela A. Rapkin 

Manatee Community College. Bradenton. Florida 

The information explosion and the trend toward specialization have 
placed on the teacher of written communication a tremendous burden 
to include in the curriculum material that would otherwise be covered 
in separate courses. Until only a few years ago, many colleges and 
universities in the country required that all freshmen take a basic 
course in logic. Today, recognizing the necessary relationship between 
clear thinking and writing, teachers of freshman English are offering 
the essence of the logic course as part of a unit on argumentation. 
Evidence of this ongoing procedure is the number of freshman English 
texts which continue to include not only a unit on argumentation but a 
thorough introduction to elementary logic as well: definitions of induc- 
tion, deduction, the syllogism, enthymeme, evidence, proof, validity, 
and logical fallacies, with clever examples and exercises for each of 
these.' 

The Initial Logic Unit 

My own practice has been to begin integrating the logic curriculum 
early in the course and to continue referring to it whenever it is relevant."* 
As I plan lessons and tests and as I evaluate my students' papers, I pay 
close attention to logic and am on the lookout for faulty logic. For 
example, when we approach the cause/effect mode, I caution the 
students about causal fallacies, and I address three such fallacies at 
that time: 

i . Post hoc, ergo propter hoc. I demonstrate this fallacy with the example 
that shortly after Jane Coed becomes involved with John Doe, 
Jane drops out of school. Her parents blame her decision on her 
relationship with John. I ask the students if the parents' assump- 
tion is accurate. The students are quick »o realize that Jane may 
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have been failing one or more courses and may have been planning 
to drop out of school for some time. I relate this to topics of a 
personal nature that the students may be selecting for their tlienies 
and caution them against this type of thinking. 
12. Mistaking the nature of the cause. As an example. I use my 
response, as a new college teacher to the occasional student who 
do/ed off in my classes. I assumed he or she was inattentive and 
a poor student, but on examination of the cause. I discovered f)ne 
student was a single parent raising several children and NNX)rking 
as an aid on the night shift at a nearby hospital, and another 
student had a medical problem requiring him to take a medication 
which caused drowsiness. 

3. Failing to recogni/e that liiere may be more than one cause. I 
exemplify this fallacy by suggesting that it took more than tale^u 
alone to make Joe Namath a superior athlete. The athletes in my 
class add that other causes for his success may be that Namalh 
practiced a great deal, had a good coach, and had excellent familv 
support. 

For each of these fallacies. I try to find additional example;^ in the 
topics my students select for their cause-and-effect papers, and I 
encourage them to think through their analysis thoroughly before 
outlining their thesis points. 

The Argumentation Unit 

I wait until the end of the semester for the argumentation unit [because 
oi its difHculty. By that time the students have a uwking knowledge of 
many of the terms pertaining to logic. In an effort to expand their 
recognition and subsequent avoidance of logical fallacies, I concentrate 
on some fifteen specific fallacies. I make a personal contribution to 
these lessons by carefully selecting and editing my own experiences, 
which I then share as discoveries made spontaneously during class 
discussion or while planning the lesson (a process I often share with 
my students). For example, I tell them that my favorite example of the 
post hoc fallacy is one I caught myself making when my thirteen-year- 
old son suddenly, after months of my nagging him to be more consci- 
entious about his grooming, appeared at the breakfast table with his 
hair blown dry, his shirt and slacks well coordinated, and his fingernails 
clean. I misi.iken!y assumed the cause of his changed behavior to be my 
doing. finally got through to this kid/* I thought. Then I ask mv 
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rhiss what ilicv think really caused liini to t liaiige, and several are <|iii< k 
to call out, *V\ ^irl!" to which I promptly respond. "Riglit. Her name is 
Kini." 

Next I set up a workshop on logical fallacies in advertising. In the 
workshop setting, students must apply their theoretical knowledge to 
concrete realities, which, in the case of magazine advertisements, are 
often hizarre. It is at this time that the real learning occurs, for the 
se<juence in whi< h the students are actively involved demands that they 
go through several thinking processes. The students are asked to select 
two niaga/ine ads f rom major puhlications. The ads should appear to 
be illogical. I give them only two or three examples, carefully selected 
f rom television conmiercials no longer being shown. For instance, I ask 
them what qualifies Annette Funiccllo as an expert on peanut butter. 
Is it that she was a famous kid, or that she is a mother? This obvious 
appeal to authority suggests others like it. I want the students to discover 
the lK\st examples, so I limit their responses to my presentation. Also, 
those who catdi on quickly can easily usm p the opportunity for other 
students lo discover on their own which commercials seem most foolish 
(and there are so many to choose f rom). The students are to select two 
ads which seem not to make sense chiefly because of their incongruity. 
I suggest that even though the students may not innnediately recognize 
what the logical fallacy is, they should trust their instincts and cut out 
the ad anyway. I assure them that after we anahze and identify a lew 
a<ls in class, they will be able to put the proper name on the error in 
their ads. 

On the dav the ads are due, most students show up with a folder f ull 
of ads and share them with interest, curiosity, and great humor. 
(Certainly it is illogical to see that tall, skinny woman in her bra and 
panties standing in the bull pen of that baseball field. Bui what is the 
formal name of such a silly juxtaposition? lb facilitate a written 
discussion analyzing their ads, I provide each student with a worksiieet. 
First the students are to select one ad and to write a brief description 
of it. This is not only good practice in writing description, but it also 
forces students to articulate and focus on what it is about the ad that is 
offensive to their sense of logic. Second, I ask the students to name the 
fallacy (or fallacies) which they think are present in the ad. Finally, 1 
ask the students to explain the errors in logic. They are to put into 
woi'ds what the images in the ad suggest to the consumer — in what way 
is this unsound and misleading? 

As the students select their ads and try to complete the assignment, 
1 walk around the room and shi)w the disgust, amazement, incredulity, 
and good humor that the ads elicit. I hold up the ads that I consider 
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10 l)C the i tMl uiiiiier.s aiul ask the < htss (|ue.sli()ii.s alxnit the relationship 
l)etueeii the people and oI)jeets in the ad and the item i)eiii^^ advei li.sed. 
lor example. I lind it "la.sc inatin^^' that the advei tisevs lor Maidenlorm 
mi(k'r\vear promise women they'll always i)e "in control ol the .siuj;iiioii 
in sleek, sensnous Sweet Nothin^^s," And to demonstrate diis. liiev 
pirtme the tali, skinny "Maidenlorni Woman" dothed in a i)ra and 
iiiat( hin^^ i)ikini with a Inxm ions red and ^^old (iipe trailin^i; fiown her 
l)a( k. a (Town on her head, and a whip in hei hand; she is in a ( ir( ns 
arena direetin^r a tii;er thron^rh a lierv hoop. ("Von never know where 
she'll tnrn up!") Sm ely there are ( ertain ( ausal lallaeies operaiin^r here. 

11 a woman wears this miderwear, she will noi automatic ally lind hersell 
"in control of the situation." Further, control is gained i)v ni(»ans other 
than "sleek, sensuous" underwear. Finally, there appears to he a lalse 
analo^7 here: does the ad su^^^^est that a woman in "sleek, sensuous " 
undei wear can control a man just as a circus performer controls a ti^aM 
trained to jump through a liery hoop? 

Another example of a laMacy in Io^mc dial my studenis have spotted 
is a doul>:e-pa^e ad for ja^r sportswear. On the top ol the lef t page it 

says. "Nothin^r hut " In the upper ri^Hit-hand corner of ihe next 

page it says. "[ag. Jeans and Sportswear." If the words don't give awav 
the false dilenuiia. the pictm e will. Across the (loui)le page is a pictm e 
of an elegant dinner party. All of ihe guests are nude— except for the 
waiters, who are attired in tuxedos, and one yoiuig ladv who is. of 
c()urse. attired in Jag sportswear and who has attra( ted the attention 
of all the men. Interesting, Another causal fallacy: if women wear [ag 
sportswear, thev will get the undivided attention of all the men. 

Each discussion results in a serious designatif)n of the type of f allacy, 
so the students are really working together on the assignment. The 
most common fallacies which are used in pictorial ads include the 
bandwagon, faulty either/or statements, fidse analogies, and causal 
fallacies. Advertisements promise incredii)le results from using partic- 
ular products. "Vantage. Fhe taste of success." Clean teeth and a i)riglit 
smile result in a marvelous romance. Use a Canon 170 and yuuW take 
"great shois" as easily as Larry Bird shoots i)askets. And. of coin se. we 
all know how to get a great pair of legs. 

Fhe students begin to catch on and i ecognize these fallacies (]ui( kiv. 
One confusing ad shows Martina Navi atilova holding up her VViini)le- 
don trophy On the ami of her sweater. "ConipiuerFand" has been 
sewH. The !)ig print reads. " I his yeai you c:ni win Wiiiii)ledoii!" 
Beiieath it the sniallei pri.it leads. " I lirough your Computei Land 
stoie." rhis is a sweepstakes contest, and the giaiid pii/.e is a tiip for 
two to Wimbledon. I he obvious causal fallacy <legeiiei ates into a 
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hopeless analogy: just as there's only one number one in \vonien\s 
tennis, there's only one number one computer store, (ComputerLand. 
In another ad, a tequila manufacturer promises that "Anything can 
happen" if wie drink their brand. They picture a group of beautiful 
young people on a beach in the evening. They all have big smiles. But 
why would there be three women and two men? Is the ad directed 
toward men, who are supposed to "jump on the bandwagon" and put 
themselves in the picture? And then there are those glittering gener- 
alities: Anheuser-Busch writes, "Here's to \ou, America" over frosted 
bottles of its eight types of beer lined up on ice. Beneath them is 
written, "Somebody still cares about quality" American Airlines pic- 
tures a huge birthday cake topped off by the Statue of Liberty holding 
a Haming torch and surrounded by airline employees; the caption 
reads, "You can blow out the candles, but )ou can never blow out the 
flame." 



Conclusions 

My students are generally conscientious. If I asked them lo memorize 
the definitions of fifteen logical fallacies, either to recognize the terms 
in a matching exercise on an objective test, or to write out wxjrd for 
word on a short essay test, they would dutifully do this. Naturally, I 
recognize that those two testing situations wx)uld demonstrate nothing 
about the students' ability to think, to make important connections, or 
to discriminate between alternatives, so I do not test their understanding 
of the fallacies in either of those two traditional testing modes. Instead, 
I use the advertising workshop. Students search out the ads with logical 
fallacies; in writing and in discussion they identify and explain the 
fallacies present. Their writing usually reveals some further interesting 
observations as the students invariably select highly connotative words 
to express their feelings about these ads. In addition, from time to time 
I make up a sheet of statements — some based on class discussion, some 
on the news, and some on new ads — and I ask the students to identify 
and discuss the errors in logic in these statements. 

With such practice, I believe that students can avoid making errors 
in logic, and they can avoid being taken advantage of or manipulated 
in their daily lives by someone exploiting the subtleties of these logkal 
fallacies. Yes, I do believe that we should be logical and, more important, 
that the ability to be a critical thinker helps us have a better life. 
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I. Kn^Hisli (cii( Iris liavc alwiiys rc(()i;ni/ccl tlial j^'ocxi writinj^' ie(|uircs ^ood 
thnikiii^r. i)i,t wc Iiavc noi always known how to improve studc-nis' (Ojrnilivc 
.skills. h)r an txcdlcnl discussion of the relationship hctwccn siiidvinj; formal 
lo^u and wriiinj^^ arj^ruinenlaiion well, see David S. Kauft r and Christine M. 
Neuwirth. -Intej^rraiing Formal Logj, and the New Rhetoric: A Fo.ir-Slat;c 
Heunstu . ' 0;%^ Eufrlish 45. no. 4 (April Wmy. MS()-H<). Their slated purpose 
IS to su^'^'est that formal Ioj^mc has more to contrilnite to arj^'U mentation than 
recent theor) and pedaj^oj^ry u-ould lead us to Ix-Iieve" (380). 

2. I keep three resources on reserve for inv students: Thr Luuirnam' of 
Ar^rimmt l)v Daniel McDonald (Harper and Row. H)73). Stratrs^tr.s oj Rhctvhc by 
A. M. I ibhetls and Charlene l ibbetts (Scott. Foresman. 1974). and The Art of 
Thnikniir: A Guide to Critical ami Creative Thought by Vincent Rvan Ru^Kiero 
(Harper and Row. 1984). From time to lime i recommend specific pages to 
supplement our course work, and if certain students are either having dif li- 
cuhies or demonstrate a keen interest. I make specific assignments for reading 
and exercises in these works. 
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Helping Students Write 
Historical Fiction 



Myra Zarnowski 

Queens College, C:ity University of New York 

For several years I have been teaching a combined course in English 
and American history to seventh-grade students. My favorite project 
each year has been helping students write historical fiction that com- 
plements our "factual" study. I imagine it is the element of surprise 
that keeps me interested in this project. Tm curious to see how students 
will manipulate historical events — what they will choose to emphasize 
and what they will ignore. I want to know what they find surprising 
and worthy of elaboration. I want a window on their thinking. 

Students find the writing of historical fiction a challenging yet 
rewarding endeavor First, in order to write a piece of historical fiction, 
students must know a great deal about the events and people they are 
describing. With this knowledge comes the satisfaction of being an 
expert on a particular topic. Second, students take on powerful positions 
as authors of historical fiction by altering history a bit here and a bit 
there. Here is a chance to be creative, to explore the "what if" 
possibilities. The only constraint is that the narrative must be developed 
logically. 

Excerpts from Student Writing 

Before explaining the procedure I follow in the classroom, I would like 
to demonstrate the flavor of this type of writing with two short excerpts 
from stories written by students. Notice that each excerpt clearly is 
based on an historical event, yet it also contains fictional elements. Even 
in these short excerpts, the writers have established engaging narrative 
situations. 

The first excerpt comes from the beginning of a story about the 
Battle of Lexington. Although it is reminiscent of Howard Fast's novel 
April Morning, it nevertheless manages to draw the reader into the 
distressing situation of a young boy who is confronting war for the first 
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lime. As the Ixa relates boili his thoughts iiiul his leniemheird expe- 
rieiKes. ^iieie are imnierous possibilities lor the writer to elaborate on 
tlie sights, sounds, and events of the battle. 

I gripped the [gun] stock, iioldiiig on to it lor dear liic. A sliakv 
hand mopped my sweat-soaked [)ro\\. I was surprised to see liiai 
the sliaky hand was my own. :\ l)nzzing sound arose in in\ eiirs 
and thei e was a lump in my iln oal. I guess I was scared, I stumbled 
;jnd almost fell, hut Captain David tauglu me. "Von all right b(>\ 
(Captain David inutteied. 

"Tm O.K.." I replied. Bui 1 wasn't. I wanted to throw down niv 
nuiskct aiul run away. I wanted to s< ream atid warn evervl)ody that 
there were armed British at the North Bridge. h\A evervbodv 
aheady knew that. 

The second excerpt conies f rom a story ai)out riionias Jef ferson that 
takes place in a boardinghouse where he is drafting the Declaration of 
Independence. While it is true that Jef ferson wanted to include a sec tion 
about slavery in the Declaration, the character of Ibby. a slave, is 
completely fictitious. 

hi the next couple of days \\\\ Jef lerso.^i an' me became good 
friends. 

I knocked oil the door. 
" Ibby? " 

"M*s. sir. C^an I come in?" 

"May I come in? And. yes. you may.*' I walked in. "Have a seat, 
loby. I ha\'e to ask you a few (juesiions." I sat on the big wooden 
chair next to Mr. Jefferson. On his lap was the lap desk that he 
himself made. 

"Nfr. Ibm. you writin' today?" i hoped the answer would he yes. 
'cause I wanted to help. 

"Ves. Ibby. and I'm glad you*ie here. I need your opinion. In 
the Declaration, I want to put something in on the slave trade. lb 
really show the people slavery is a bad thing. But. Ibby. I don't 
want to put the blame on the colonies. Do you understand?" 

"Ves, Mr. Ibm. Do you want to insult the King? . . ." 

"I surely do. Ibby. He has enslaved, in a way. all oflhe colonies 
with his crazy rule. I . . ." 

"Kxcu.se me, but sir. then blame him f . . ." 

"That's it. Ibby! I'll blame die King for all ol our slavery!! 
I'll . . . yes. he brought slavery to this counn y!" 

"I hank you. Mr. I bin." I felt happy He uiideisiood how I felt. 
He grabbed his quill pen and scribbled wildly. 

During a writing conference, the author of the Jef ferson story told 
me that .she was surprised thai, in the end, the Founding Fathers did 
not include mention of slavery or .slaves in their demands lor equality 
and f reedom. She elaborated this fact in hei story The students I have 



142 



Helping Studmts Write Historical Fiction 



Ni 



worked with ^requentlv raise signifiraiit issues like this one l)ef ause 
ihey have J*.ad nine to study their subjects in depth and to devel(>|) some 
expertise. Their writing reveals the serious thinking they ha\e done on 
the topic. 

Project Description 

In order to help students write historical fiction, I have them iollow a 
definite procedure: (I) reading and discussing relevant published his- 
torical fiction as part of the ongoing literature curriculunu 
(2) researching a topic in Anieric;.n history, (3) w riting a report on that 
topic, and (4) using information f rom the report to write historical 
fiction. This series of steps is an example o[' scaffold iuj!; (Applebcc and 
Langer 1983) — that is, one experience facilitating another. In this case, 
reading, discussing, researching, and reporting provide the back- 
ground necessary for story writing. The entire project takes f rom four 
to six weeks. 

Step I: Rending and Disrussifi/r Historical Fiction 

Throughout the year, I select novels to complement the topics in 
American history that wq are studying. These novels are discussed bv 
students in small groups and often form the basis of writing assign- 
ments. My hope is that students will learn about historical fiction bv 
reading it and, ultimately, will appreciate the wovk of historical fiction 
writers through their own writing. 

I have used the following novels in conjunction with a unit on earlv 
American history: 

Light in the Forest by Clonrad Richler 

The Witch of Blackbird Pond by Elizabeth Speare 

The Hessian by Howard Fast 

April Montitig by Howard Fast 

My Brothn Saiu Is Dead by James L. Collier and Christopher Collier 
p>lniny Ireviain by Kst}ier Forbes 

Step 2: Researching a Topic in Annriean History 

Students are asked to select a topic relate(i to our study of eailv 
American history. Although I give a list of stiggested topics, I will 
consider students' suggestions. Students are asked to research their 
topic in depth, using a minimum of four sources. Nfost of the leading 
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and subsequent noieiaking is done in (lass» giving nie the opporliinily 
lo ol)serve and help. During research periods* 1 hold tonlerences with 
students in order ro discuss their reading and to help them locate 
appropriate sources. Approximately one and a hall' hours each day is 
devoted to research and writing for a period of two to three uecks. 

Step 3: Writing the Report 

Once iheir notes are completed, students plan their reports by first 
listing their topics in order. I require that students use an interesting* 
attention-grabbing beginning, include at least one quotation, and list 
all their sources in a bibliography. More significantly, students ar* 
encouraged to give their personal reactions to what they have 
researched. In the following excerpt from a report on the Boston Tea 
Party, the student tells why he thinks the act was effective: 

There have been many brave and effective acts of rebellion in 
Ameiicas history, but not many compare lo the bravery and effec- 
tiveness of the Boston Tea Party. In fact, around one hundred and 
seventy-five Boston craftsmen and farmers banded together to 
express their feelings at the Boston Tea Party. 1 he fact that Britain 
even passed the Port Act in reaction to the Tea Piirty proves that 
Britain was a little worried. The Boston Tea l^rty also set an 
example for other acts of rebellion. 

Students do most of their writing in class, where they can get 
feedback from other readers. In our classroom the availability of five 
computers has made botli writing and revising much easier for many 
students. Students generally make several printouts before they are 
completely satisfied with their final reports. 

Step 4: Writing Historical Fiction 

With their notes and completed reports in hand, students next plan 
their historical fiction according to three basic steps: 

1. Creating a Character: Each student creates a character who will 
play a major role in the story. This character will know real 
historical figures and will participate in real historical events 
researched by the student. During the planning stage, the student 
writes a short character description. 

2. Selecting Factual Information: Each student selects five to ten pieces 
of factual information from his or her report that are to be 
included in the story. 
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Suffifmin: Kacli siudciit I)ricfly siinimari/es his or her idea lor a 
story. It is understood, however, that this summary is subject to 
change. 

During this project many students find that keeping a process journal 
is extremely helpful. Here they record daily progress, jot down ideas 
that might be usef ul later, react to readings, or try nui ideas for reports 
or stories. (See Zarnow,ski fl984] for a sample of student journal 
writing.) 

Next students are ready to write their historical fiction. As the> write, 
they confer with me and with their classmates. The revising and editing 
continue until the stories are in hnal f()rm. 

Benefits of Writing Historical Fiction 

Writing historical fiction involves students m our history and that of 
other countries. It gives students a chance to learn about events and 
conHicts in depth and then to **get inside'* the drama of the event by 
elaborating and modifying it. Historical figures come to life as students 
consider the motivations and ideas of people from other eras. What 
could be more exciting than the drama of historical events? 

References 

Applchee, Arthur N., and Judith A. Langcr. "Instructional Scaffolding: Read- 
ing and Writing as Natural language Acpvitics." Language Arts 60, no. 2 
(February 1983): 168-75. 

Zarnowski, Myra. "What Katy Knew: Clues from a Student Journal." The 
English Record 35 (Third Quarter 1984): 2-4. 



145 



Exposing the Edge of Thought: 
Taking Risks with 
Expressive Language 



Dmise Suivis Lcvinc 

Fordliani Universily* New ^ork, and W\v York Ciiv 
Piiblii Schools 

T If oj Pntjrrt: Seeds 

Probinti: Kf'fcn ol !)i^h ar.d low lenipci atiii e.s on seed germination 

Hrief Descriptiou: I am going lo test and explain llie elleei leniper- 
ature lias on lima beans, I am using my rei rigeralor and my room 
as the tt^st [sites]. 

Riiky— 2/2/«rj 

I had asked the nienibers of my eighth-grade seieiue class to select a 
question or problem for investigation which would lap their knowledge 
of scientihc concepts and processes. Students were encouraged to work 
alone or in pairs and to discuss their problems and dif ficulties with one 
another. After ten weeks, they were to present an oral report along with 
any docunicntat ion they accumulated. A question-and-answer period 
or class discussion would follow each presentation. Above is the abstract 
with which Ricky began his sojourn into the world of scientific problem 
solving. 

Like Frank Smith (1975) and others (Kelly l!)(59; Pope 1982). I have 
long i)elicved that children are scientists and problem solvers !)y nature. 
As they grapple with the task of making sense of their environment — 
and, more generally, the world — they form hypotheses about problems 
facing them and then test these hypotheses in order lo construct a 
"theory of the world in the head" (Smith 1975). In classroom practice, 
science t'»:^achers can capitalize on this natural process by placing pupils 
at the center of learning, by integrating problem-solving skills with the 
curriculum at hand, and by supporting students' expressive, heuristic 
language. It is this expressive f unction which James Britton refers to as 
the exposed edge of thought." stating "whether we write or speak, 
expressive language is associated with a relationship of mutual confi- 
dence and trust and is therefore a form of discourse that encourages 
us to lake risks, to try out ideas we aie not sure of. ... In other words. 
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expressive bngiiaire (a.s a kind of hoiins) is a form iliat favours explo- 
raiioii, (liseovery, learning" ( H)H'J, 121). 

I lie seienec pr()jecis, then, were an opportunity for students lo 
explore not just a scientific problem hut scieniilic piocesscs as well, an 
oppoitunity to think, lo predict, to analyze, and, finallv, borrowing 
Jerome Bruncrs phrase, lo " 'go meia' ... to lurii aiound on yourself, 
to reflect upon your reflections" ( I9H4, I, (i). 

Ricky knew, from previous di.scussions, labs, and filni.s about the 
work ol'scientists, that it was important to keep a log for his experiment. 
He also had some very tentative uiideisianding of "variables" and how 
these might affect experimental validity. But for Ricky, the significant 
learning and application of these concepts only came nfUr his oral 
piesentation and discussion with his classmates. 

Some ten weeks after the initial assignment was given, Ricky volun- 
teeied to present his |)i()jcct to the class. He had prepared a large 
poster on oakiag stating his prnhlrw, hypothesis ("Room temperatured 
lima beans would sprout first"), matnmls ("two plastic cups, lima 
beans"), and courluswus ("The low temperatured lima beans were 
quicker to change and split faster and turned darker on the outside. 
The loom tcmperature(i lima beans were slower in turning eolois 
[rotting] and peeling. The last week die.se lima beans finally opened.' ). 
He added a drawing to give sha|)c and color to his written description 
and showed the class his weekly log. Ricky pointed out that the cold 
temperature caused the beans in the refrigerator to rot and decav, as 
evidenced by the brown color and peeling. This process took longer for 
the beans at room temperature, which sprouted after five weeks. He 
spoke about his log increasing his reliability since others could copy his 
work and sec if they got the same results. 

Then, the discussion began. Alan pointed out that there was a 
problem with Ricky's validity since one .set of beans received light and 
the other set (those in the ref rigerator) did not. He suggested we could 
not really tell if it was the light or the warmer temperature which 
caused the lima beans at room temperature to do better. Initially Ricky 
responded by saying, **No, my room doesn't really get much sun, so 
that was okay." But as other students joined in the conversation, Ricky 
realized that even the indirect daylight for a few hours a day was 
significantly more light than the beans in the refrigerator had received, 
riie students brainstornicd about other places in the house which 
might allow the same iiucrmittent, short hursts of light as the refrig- 
erator, while still maintaining "room temperature." Fhey realized this 
was a significant variable that needed to be controlled, am; they finally 
settled on the closet in Ricky's room. 
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Next, c lassmates began to question the precise tenipeiatiire of tlic^se 
two sites. Ric ky estimated his room temperatiii e was I)etween ()8°F and 
74°F most of the time» but he had *'no idea" of !he temperature in liis 
refrigerator and wondered how we could Imd that out. This question 
led another student to suggest that a ref rigerator thermometer available 
in most hardware stores, would make it easy to note the temperature 
so thai others could better replicate the work- 
Ricky seemed pleased with his presentation and the suggestions ol 
his classmaies. His next task was to write a clarity statement ai)out what 
he had learned from the science project, his j^resentation. and the class 
discussion. It was time to "go meta/* and here's what he wrote: 

5/9/85 

My project was the effect <^f room and low temperature on lima 
beans. My procedure was first 1 put the lima beans in separate 
cups then I put one cup in niy refrigerater and the other in iny 
room. Then I started a log vveck by week and vvhcn my pr()jcct vvas 
finished 1 had a poster and a log. My log increased my reliability 
because it states what happ>ened each week. My vilidity C()uld have 
been higher if no sun would have gotten to the lima Ix-ans in my 
room, which was pointed out by Alan, or if I knew the temperature 
in my refrigerater. I learned a lot about doing pr()iects and I am 
now not afraid to go up in f n)ni of the class anymore. 

This last sentence indicates the risk that Ricky took in going before 
his peers to make his presentation. Clearly taking the risk and having 
confidence in his peers paid off because he had "learned a lot" about 
scientific processes, specifically validity and reliability, and had discov- 
ered perhaps something more important about hii^iself: he could speak 
in f ront of a group without fear 

Harold Rosen has said that wt" make new meanings in part "by 
talking our way toward them'' (19(59, 128). That, in essence, is what 
Ricky did. The "meaning-making,'* making-sense process puts the 
ptipil at the center of his or her learning, and this is the heart of 
teaching critical thinking. To "go meta" one last time, "in the end, the 
teacher can only make sense ol his pupils making sense" (Ro.sen I9(i9» 
127), 
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\i\v\c Mdcixr 

Scarsdalc Vvhik Sc hools, S( arsdalc, New Wn k 



oO'^o perce/if" o-f^ (y\a±h nn Pcop]ei 
^ •fEctcS on Mi^he;ft plaice. 

^O^lu.^ OOllw^n ^lOi^J' OL.<J^dU %0oo 

a^^(L /;Poo a/tcL /ouL fe'ttOjOtg 

Now yovL h(xy^ your ^ si^^^Taf^^ 



I mi wrote this letter to his f riend Yash, a student in another fotirih- 
grade classroom, to explain f ront-ending, a new way or estimating that 
he had just learned. Through this fbur-dity letter-writing projed, I 
discovered that writing helped my student.u think ahout and learn a 
new mathematical process. It also led ihcm to integrate common 
matliematical terms into their speech and writing. 
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li) write about the f ront-eiulinj^ process^ l ini had lo use the following 
eritiral thinking skills: 

sorting and conneeting relevant ideas 

sequencing those ideas in a loi^ical wav 

selecting specific words and terms to clarify meaning 

inventing original examples 

The Math Lesson 

Front-ending is a rough form of estimation ii' which only the greatest 
place values are used to arrive at an estimated sum. h\s not a difficult 
concept for fourth graders, and I decided to ask students to explain it 
in writing for that reason. I would help them develop a pool ol 
rudimentary understandings from which they could later "fish" for 
ideas and words. 

The Irssoi) Ix^gan with a brief ciemonsli ation of the process, followed 
by practice wiih several addition problems. I then inlrociuced the 
wi iting element by asking my studeiMs to write letters to f riends in other 
classrooms describing what iliey fiaci learned that day. Having a partic- 
ular auclieiKe in mind often released my siudenis' natural Noices wlieii 
they wrote on assigned topics. 

"What words do you think you might need to explain front-ending?" 
I asked. The children recalled words I had used in niv demonstraticin 
of f ront-ending, which I listed on the blackboard along with their own 
suggestions: column, iw porta tit, sigiiljiratit uumhn, place value, highest 
value, estimate, sum, added, dit^its, zeros, addnids, thousauds, huudreds. I 
assured them, as I did whenever they wrote, that rhey were free to use 
any of these words, or their own words, as long as diey explained in a 
clear way how to f ront-end. 

Drafting, Conferring, and Revising 

My students began their drafts. They knew that in this stage of writing 
they needed only to get their ideas on the paper. They were not yet 
concerned about spelling, handwriting, or the conventions of writing — 
punctuation, capitalization, and grammar. Carrying over revision strat- 
egies from our frequent writing workshops, many crossed out words 
and phrases and inserted new ones as they wrote. Most drafts were 
unclear because the writers had not supplied enough information nor 
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used precise words. I was surprised to see that most, like Tim, had 
invented their own addition problems to help them desc ribe the pnu ess. 

Tim's first draft was messy. He crossed out and added words as he 
tried to get his meaning across to Yash. Alter reading his first draft to 
his conference partner, Tim learned that one sentence — "Now you add 
the numbers together" — wasn't clear. 

"What numbers are you talking about?" his partner asked. 

Tim pointed to the nine and the one, and then wrote on his paper: 
"You add 9,000 and the 1,000 and you get 10,000." 

As my students wrote, I moved quickly f rom w riter to w riter, pausing 
only long enough to as! one or two brief questions, and soon reached 
Bill's desk. Bill, a studem who received help with his reading, math, 
and language skills in our school's learning center, was having a fiarder 
lime expressing his ideas about front-ending than was 1 im. This is 
what he had written: 

to Danny Walsh 

We just learned how to f roiu-cnd. You Have to wriic a Pi <)!)lcm 
down like this. 7,356 ^bu just liavc to look At 
+ 3,283 

10,000 

the frist 2 highest numbers. 

lb help Bill make his meaning clearer, I asked, "Bill, you say to look 
at the hrsi two ^highest numbers.' I'm not sure where they are. Is there 
a name you can give the place where Tli find those numbers even if the 
problem is dif ferent? Look at the list of words on the blackboard." 

Bill looked at the board and answered, " I he highest value." 

I said, "That's very clear to me now. I understand that I have to add 
the seven and the three. Can you make that clear in your draf t? 1 here's 
one other thing I don't quite understand. What happens af ter you add 
the seven and the three? Is ten your estimated sum? 

Bill thought for a moment before responding; then he explained, 
"The other columns turn into zeros." 

"How?" I pressed. "How do they turn? ' 

Bill said, "Put zeros unde. the line under the rest of the columns, 
I'm going to change that part, too." 
Here is Bill's revised description: 

lb Danny Walsh 

We just learned how to front-end. You have lo wi ite a I*i<)!)k iii 
down like this: 7,356 You have to look Ai tlie 
+ 3,283 
10,000 

first co!onie on the left and put zenj undei line under the lest ol 
the coulnm. 
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Bill was not coiiifbrtahle with the term hitrhcst value to iiuiicate the 
digits that weie to be added together. He preferred to identify their 
location as "the first coloine on the lef t/' I believe in the importance of 
a writer's ownership of a piece, no niattei what the form, so i did not 
interfere with BilTs choices. There are many ways to make the meaning 
clearer 

But I did continue to gently "prod'' hiin with questions. After the 
students met with me in small group conferences the next day. Bill 
deleted the words look at and inserted the more specific veil) add in 
their place. 

Editing 

Once students determined their letters were "fmi.shed," they weie 
encouraged to search for aiuJ correct errors in spelling, punctuation, 
capitalization, and paragraphs. I did a final proofreading check and 
returned the letters to students for rewriting on 'good" paper in their 
best handwriting. Af ter recopying, I rarely made additional corrections, 
even if a few errors remained. 

Conclusion 

By writing about a new math concept. Bill, l im, and my other students 
reaped rewards in the form of a more lasting understanding of a new 
concept and improved writing skills. 

I gained benefits from their writing, too. It opened a window, 
allowing me to look into their minds and discover what each had 
learned that day and what I needed to teach the next day. I learned 
that the same thinking skills that helped tfiem become better writers 
helped them become better mathematicians as well. 
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Teaching Critical Thinking to 
Management Students 



Joan M. van Courlland Moon 
University ol Massachusetts-Boston 

College facuhy members are not alone in their ciisinay over the weak 
reasoning and writing skills they observe in their classrooms. Managers 
and corporate executive.s also lament that weakness both in themselves 
and in those who work Ibr them. One need no more than glance at the 
many workshops offered by the American Management Association in 
"Better Business C^omnumications" to sense the need. In an attempt to 
go beyond the traditional managerial commupication course and get at 
the essenlial or core reasoning skills that underlie sound thinking and 
effective writing, the Essential Skills Department in the College of 
Management at the Ui:iversity of Mas.sachusetts-Boston offers Critical 
I lunking and Writing courses. T hese courses were developed in the 
late 197()s shortly after the college was founded.' T he college, a public 
institution whose student population has a median age of : went y -seven, 
offers a four-year degree in management. T he departmental curricu- 
lum is based on the premise that thinking skills can be explicitly taught 
to and learned by adults. We proceed on the notion that most students 
possess certain core abilities but frequently do not u.se them. Instead, 
they of ten mimic the outcome of those skills. Professors, examining the 
work without attending to tlie reasoning process f rom which it emerges, 
credit the learners with understanding, when, in truth, students have 
simply repeated what they have read in the textbook or what the 
professor has told them. Sometimes a student who is credited with 
higher-order reasoning skills has simply reiterated a concept learned 
previously. The student may not be using reasoning skills but is suc- 
ceeding instead through an impressive display of mimicry. Without 
these skills, the student fails utterly when invention, rather tlian reiter- 
ation, is called for. 

These mental habits or skills, essential to all academic and profes- 
sional disciplines, include the ability to concentrate, to search for and 
test alternatives, to break down large and complex problems into smaller 
parts, to look for analogues when confronting the unfamiliar, and to 
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( liec k ilic au iirac y of ihc thought process when reaching a conchision 
(VVhiiiibey and Lochhead 1982. 11-20: see also Woditsch 1977). 

The courses we oiler attempt to involve the students actively in their 
own learning primarily by making them amirr of how they learn, ol 
their own thinking abilities, of the method they can follow in solving 
thinking and writing problems, and of the power ol language, lb that 
end, we structure classroom situations in which students must verbali/e 
their thoughts. This action enables students, who otherwise are accus- 
tomed to thinking silently, to hear themselves and to evaluate what they 
hear. Of course, it also allows other students and the instructor to listen 
to their "thoughts-in-progress" and to evaluate these thoughts in light 
ol the reasoning skills noted above. Students then express their ideas, 
arguments, and conclusions in writing during the class session, i his 
pedagogy allows the instructor to stimulate students* thinking and lo 
observe both the writing-hi-process and the linal docmnent. 

As faculty members in a college ol management, we know that oiu- 
students will have to master both the requirements of academic dis- 
course and those of prolessional writing. (lonse(|uentlv. we use a strat- 
egy in our courses which is calculated lo give students guided practice 
in recognizing and writing delinitions, in making inlerences based on 
accurate observation and reporthig, and in crafting inductive and 
deducti-.e arguments and using evidence persuasively. Since we believe 
that these habits of mind, appropriately developed, ought to prepare 
students lor thoughtf ul analysis and clear expression, we eschew teach- 
ing the traditional busine.ss conununication models of letter, memo, and 
report. The skills needed to write a marketing siu vey, an essay exami- 
nation question, a term paper, or an annual report are essentially alike, 
while specific formats are variable and easily learned when tlie need 
arises. 

An Exercise in Critical Thinking 

*Ib get students actively involved in their own learning and to provide 
us with a **window" on their thinking and writing habits, we di\ide the 
class into groups containing three students; one student volunteers to 
be the scribe for his or her group, lb show^ h(;w this method works, 
here is an assignment that our management students conf ront about 
two-thirds of the way through (he semester. Students are given the 
assignment shown in Figure I. They are to consider the problem 
carefully before the next class session, to make sonu* preliminary 
jottings, and to be prepared lo explain l(> their group the reasons for 
their conclusions. 
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Personnel Assignment 

This is your first day of work. You have been hired to supervise nine 
workers who will soon be called on to learn and to operate new 
computerized phctotypesetting machines. Eight of your nine new 
machines will be delivered in six weeks, but the first machine has just 
been installed. You must choose an employee to operate the one new 
model. The existing machines in the shop produce an average of 3S0 
negatives per day. In order to complete the work contracted for the next 
six weeks, you must average 410 negatives per day. A careful study of 
the personnel records suggests that four workers are capable of making 
the transition to the new machine and of attaining the necessary 
increase in production. Given the following information, which of the 
following four employees would you select? 





Red 


Tom 


Dee 


Edna 




Dixon 


Fletcher 


Sanchez 


Waters 


Response to training 


6 


10 


7 


7 


Promotion rating 


4 


9 


8 


7 


Skill on present machine 


10 


9 


9 


8 


Health attendance 


8 


8 


9 


9 


Motivation 


5 


4 


7 


8 


Average negatives per day 


54 


36 


45 


46 


Years employed by company 
Present machine* 


16 


3 


14 


21 


A 


E 


B 


B 



•A = newest machine with highest production potential, while F = oldest, least productive 
machine 



Red Dixon: Union representative. Red sets a quota which limits productivity of 
all A and B machines. 

Tom Fletcher: Bright, energetic. Tom does excellent work filling in on A and 8. 
He is also respected as the person who is best at troubleshooting problems. 
Dee Sanchez: Likes her friends on B and didn't want to move to an A machine 
when given the opportunity. 

Edna Waters: Thinking retirement. Edna is a respected senior employee who 
solves more personnel problems at the lunch table in a week than union 
grievance procedures do In a year. 



Assignment 

1 . Deduce two criteria for judging the candidates' qualifications. 

2. Construct pro and con arguments for each employee; then indicate 
your choice to operate the new equipment. 

Figure 1. A problem-solving exercise for management students. 
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In this partic ular exercise, stiidenis are given inlorniaiion — some of 
il relevant, some of it not. They are asked to interpret that information 
in light of the central issue, "Who would you select for the job and 
why?" Before the decision can be made, however, the writer must deduce 
the criteria by which she or he will judge ihc candidates' qualifications. 
After defining the problem, deducing die criteria, sorting out the 
pertinent data, interpreung the information, and comparing the indi- 
viduals' qualifications in terms of the established criteria, the students 
must then craft a pro and con argument for selecting each of the four 
individuals and, finally, select the one who best fits the criteria. 

During the class session, the instructor does much listening and very 
litile speaking. If group members are truly "stuck" or cannot agree on 
a point, they are to ask the instructor for assistance. That help usually 
comes in the form of a question. Questions are also asked once each 
group has reached a decision. For example, most students will select 
Tom Fletcher as the most appropriate candidate for the job. At this 
f)oint the instructor asks such quesuons as: "What are your criteria? 
Have you defined them carefully? Did you look for the criteria in the 
numbers? What do these numbers mean? Does 10 icpresent a high or 
a low value? Have you apolied your criteria equally to each candidate, 
or are you measuring these candidates in terms of each other?" Ques- 
tioning helps most groups begin to see they have not made a persuasive 
case. They may have failed to read the of)ening paragraph carefully. 
("What does the company need now? What will it require six weeks 
from now?") Or they may have ignored the apparent contradictions in 
the numbers. ("How is it that Fletcher has a 4 in motivation but a 9 in 
promotion rating?") Some may have made dubious assumptions. ("C.'an 
you disqualify Waters because you know that \she is thinking 
retireiTient'?") 

In this process, student writers engage in problem -solving activities 
by identifying the problem, 'dsting the constraints and the assumptions, 
drawing inferences, and reaching conclusions. They verbalize their 
thinking, giving their instructor and their peers a chance to intervene 
in the thinking/writing process. 

Students must actively participate; there is no lecture for them to 
absorb passively, lo succeed in the course, students must develop 
effective group communication skills of listening, paraphrasing, com- 
promising, questioning, and defending their arguments, and they must 
be both learners and teachers. They draft and redraft their papers and 
edit the papers for correctness. Then they present these written reports 
of their activities to their instructor. Through this and similar other 
guided exercises, students approach the writing of their individual 
papers for the course with greater confidence and ease. 
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Utilizing Conceptual Skills 

This exercise, similar in its c umulative approach to the other exercises 
we devise, circles back to call into play important skills addressed earlier 
in the course: the ability to define, to observe and describe, and to 
draw inferences and construct InducliN-e arguments. Each class session 
attempts to engage the student in those essential conceptual skills that 
analytic writing demands: the ability to forus on a problem, to reflect 
on the evidence rather than guessing, to test out possible alternatives 
with patietu persistence rather than jumping to conclusions, and to 
check the accuracy of one's own procedures. The design of the exerc ises 
allows the instructor to observe the student's use of these central skills 
and provides the opportunity to make the student aware of the presence 
and function of these skills. 

Students begin to understand that clear thinking and effective 
writing are inseparable; refining their thinking requires rewriting. 
They must be willing "to meet logical contradictions head on and trace 
them to the premises that have created them" (Swift 1973, 62). Writing 
becomes a way of thinking that goes beyond the notion of written 
language simply as a tool of academic or managerial communication. 
Our management students begin to see how writing enables them to 
determine what information is needed, select what is relevant, evaluate 
the evidence, and weave a persuasive argument. The ability to do this 
not only enhances students' skills as problem solvers and decision 
makers, but empowers them as critical thinkers, giving them the flexi- 
bility and confidence to meet the professional challenges they will 
encounter 

Note 

1 . The curriculum was developed by Mark Schlesinger. professor of essential 
skills at the College of Management, Universitx of Massachusetts-Boston, and 
by Norman Klein, currently professor ai writing at the Harvard Business 
School. The writing exercise described here was developed by Norman Klein. 
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